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Abstract 
 
 There is a historical trend of decline in available Career and Technical Education (CTE) 
Teacher Preparation programs and an increase in CTE course and program enrollments in 
Florida’s secondary school system. This contradiction in CTE teacher supply and demand raises 
an important question. What is going on? More specifically, what sustains the remaining 
programs in the face of this decline?  
 The purpose of this qualitative study is to explore sustainability factors from past and 
present CTE teacher preparation program educators and administrators to gain a better 
understanding of this issue. The participant selection for this study was identified from four 
active and one recently phased-out undergraduate CTE teacher preparation programs in five 
Florida universities. There were ten participants who were interviewed either face-to-face or 
virtually with a semi-structured protocol. Memo-taking, member checking, and peer review were 
added to the data.  
 Data analysis, guided by grounded theory and a constant comparative approach, 
discovered themes which contributed to the development of The CTE Teacher Preparation 
Program Sustainability Framework. The framework includes two domains: (a) Internal, and (b) 
External. The Internal Domain, Program Experience, includes: (a) Statewide Exposure; (b) 
Intracampus Alliance; (c) Innovative Changes; and (d) Program Ownership. The External 
Domain, Essential Conditions, includes: (a) Program Value; (b) Certification Alignment; and (c) 
Employment Policies. The implications of this study may extend the life cycle of current CTE 
teacher preparation programs. 
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Chapter One: 
 
Introduction 
 
Career and Technical Education (CTE) in America, previously known as Vocational 
Education, has grown and adapted to meet the needs of our workforce through education and 
training programs in educational institutions (Asunda, 2011; Barlow, 1976; Lee, 2002). 
Employers consistently seek potential employees who have basic knowledge and/or experience 
for a smooth transition into the workforce (Association for Career and Technical Education, 
National Association of State Directors, and Partnership for 21st Century Skills, 2010; Elsdon, 
2010). Attainment of career and college readiness at the secondary level has become increasingly 
important to prepare students for life-sustaining employment in our global economy (Association 
for Career and Technical Education, National Association of State Directors, and Partnership for 
21st Century Skills, 2010).   
The term ‘secondary level’ may be confused with secondary school. Secondary school is 
also called ‘high school’. High school includes Grade 9 through Grade 12. Middle school 
includes Grade 5 or Grade 6 through Grade 8 (depends on the school district). However, the term 
‘secondary level’ includes middle school grades. It is important to distinguish the difference as 
the Professional Florida Educator’s Certificate for these grade levels overlap. For instance, 
Florida’s teacher certificate level coverages are  
• Elementary Level Coverage (Grade K through Grade 6); 
• Middle Level Coverage (Grade 5 through Grade 9); and 
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• Secondary Level Coverage (Grade 6 through Grade 12) (Florida Department of 
Education, 2016e).  
To meet the needs of our workforce, the Florida Department of Education has increased 
CTE course and program offerings at the ‘secondary level’ with support from Florida legislation 
(Career and Adult Education, Florida Department of Education, 2014). Table 1 shows the 
increase in the Florida public school system CTE registered academies, registered career-themed 
courses, and student enrollments (in both the academies and career-themed course offerings) at 
the secondary level (Grade 6 through Grade 12) from the school year 2010 to 2016.   
Table 1 
Florida Secondary Level Career and Technical Education Data by School Year 
 School Year 
Enrollment Type  2010-11 2011-12 2012-13 2013-14 2014-15 2015-16 
Registered Career and Professional 
Academies 
1,298 1,511 1,729 1,816 1,878 2,058 
Registered Career-Themed Courses -- -- 2,764 12,319 14,320 15,382 
Students enrolled in Career and 
Professional Academies  
154,327  -- -- -- -- 
Students enrolled in Career and 
Professional Academies (grades 9-12 
only) 
-- 202,979 -- -- -- -- 
Students enrolled in a registered 
academy or career-themed course 
(grades 9-12) 
-- -- 249,726 -- -- -- 
Students enrolled in at least one 
career-themed course or registered 
academy 
-- -- -- 361,334 406,343 433,959 
 
Note. Data is obtained from the Florida DOE website: Florida Department of Education, Career and Adult Education. (2017). 
Research & evaluation: Quick facts. Retrieved from http://www.fldoe.org/academics/career-adult-edu/research-evaluation/   
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The ‘Registered Career-Themed Courses’ data was not included in the 2010-11 and 2011-12 
school year Quick Facts PDF document. The ‘Students enrolled in Career and Professional 
Academies’ title has changed over the years. The last four rows in Table 1 show the changes in 
the title of the data collected. The data collection method was not included in the Quick Facts 
documents; the research criteria has not been ascertained from the Florida DOE website. 
Therefore, the school years from 2013 to 2016 will be discussed to maintain consistency.  
At the secondary level, in the 2013-14 school year, there were 1,816 registered career and 
professional academies and 361,334 student enrollments in at least one career-themed course or 
registered academy. In the 2015-16 school year, there were 2,058 registered career and 
professional academies and 433,959 student enrollments in at least one career-themed course or 
registered academy (Florida Department of Education, Career and Adult Education, 2017). From 
the 2013-14 school year to the 2015-16 school year, the difference between registered career and 
professional academies is 242, which is a 13.33% increase over the two-year period. The 
difference in students enrolled in at least one career-themed course or registered academy from 
the same two-year period was 72,625, which is a 20.1% increase. The student enrollments in 
career-themed courses or registered academies has a higher increase percentage than the number 
of new career and professional academies registered in that same period.  
 To support the increased student enrollments, courses, and programs, additional qualified 
teachers are necessary. Much research has been conducted on the positive relationship between 
student learning outcomes and quality teachers (Clotfelter, Ladd, & Vigdor, 2010; Committee on 
Assessment and Teaching Quality, Board on Testing and Assessment, National Research 
Council, 2000; Darling-Hammond, 2000; Goldhaber & Brewer, 2000; Rivkin, Hanushek, & 
Kain, 2005). Darling-Hammond (2000) studied teacher quality and student achievement in all 50 
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states identifying policies and case studies. The conclusion of Darling-Hammond’s (2000) study 
identified teacher education as one of the most important indicators for positive student 
achievement. In another study using longitudinal data of North Carolina elementary students, 
Clotfelter, Ladd and Vigdor (2010) reported that qualified teacher characteristics and credentials 
are defined with years of experience as a teacher, educational background, teaching license, and 
teaching certifications. They found that teachers who had an undergraduate degree in teacher 
education programs from quality institutions had significantly higher student outcomes and 
achievement gains (Clotfelter, Ladd, & Vigdor, 2010).  
Qualified teachers have been identified as a key factor to improved educational reform. 
Educational reform began in the United States since the National Commission on Excellence in 
Education’s (1983) report, A Nation at Risk, which indicated schools were failing to educate 
students properly in the United States. In response to this report, teacher education reform efforts 
brought about the development of teaching standards and advanced teacher certifications to 
improve teacher quality (Carnegie Forum on Education and the Economy, Task Force on 
Teaching as a Profession, 1986; National Commission on Excellence in Education, 1983).  
In 1987, The Interstate Teacher Assessment and Support Consortium (InTASC) was 
created to support teacher education reform with guidelines for teacher licensing, teacher 
education programs, and professional development. This consortium, a nonprofit organization of 
state elementary and secondary education agencies as well as national educational organizations, 
continues to produce teaching standards for teacher effectiveness (The Council of Chief State 
School Officers, 2016). Career and technical education (CTE) teacher preparation programs have 
also been a focus of the educational reform effort (Castellano, Stringfield, & Stone, 2003; 
McCaslin & Parks, 2002).  
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The InTASC teaching standards defines a qualified, effective CTE teacher with training 
in teaching skills and best practices along with experience and/or knowledge in a subject area. 
For CTE teachers, a subject area pertains to a specialized field or industry, such as business, 
technology, or agriculture (Sass, 2011; Szuminski, 2003). A bachelor’s degree from a CTE 
teacher preparation program, offered by accredited universities and colleges, prepares students to 
become secondary level CTE teachers in Florida with curricula focused on subject area and 
teaching skills (pedagogy). A curriculum in pedagogy includes teaching methods, course 
construction, lesson planning and evaluation, and teaching special needs (Florida Department of 
State, Department of Education, 2016).  
Problem Statement 
With the increased number of students attending CTE programs and courses, an increase 
in available CTE teacher preparation programs should be apparent. Unfortunately, research 
shows a drastic decline in the availability of these programs. The first study to provide a database 
for available CTE teacher preparation programs was Lynch (1990) who identified 27 programs 
in Florida. Fletcher, Gordon, Asunda, and Zirkle (2015), the most recent study to update those 
findings, identified seven programs in Florida. Presently, one of those programs is not actively 
accepting students, one program is not located in the current school catalog, and another program 
changed the name and curriculum to STEM (Science, Technology, Engineering, and Math) 
Education1. This reduces the number to four active CTE teacher preparation programs in Florida 
                                                 
1 See definition at the end of this chapter 
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to date (Bruening, Scanlon, & Hodes, 2001; Fletcher, Gordon, Asunda, & Zirkle, 2015; Lynch, 
1990). 
In review, there has been an increase in Florida’s secondary CTE student enrollments, a 
historic decline in available CTE teacher preparation programs, and research that reveals trained 
and certified CTE teachers increase teacher effectiveness (Darling-Hammond, 2000; Kirchhoff 
& Lawrenz, 2011; McCaslin & Parks, 2002). A few questions arise from this information. How 
can four CTE teacher preparation programs in Florida support the pedagogical training and 
certification requirements of CTE teachers needed for the growing student enrollments? If the 
remaining programs become obsolete, who will educate future CTE teachers? How do we keep 
the remaining programs active? More to the point, what has sustained the current programs in the 
face of this decline?  
It has been noted that there has been little research on the current availability of CTE 
teacher preparation programs (Bruening, et al, 2001; Fletcher, et al, 2015; Lynch, 1990). There 
were even fewer studies found in the literature specific to CTE teacher preparation program 
sustainability (Asunda, 2011; Clark, 2004). There are a few program sustainability studies that 
do somewhat align with the program sustainability. The sustainability studies focused on 
educational or informational programs and developed sustainability frameworks (Mancini & 
Marek, 2004; Scheirer, 2005; Szuminski, 2003).  
To add to the CTE teacher preparation sustainability literature and establish a baseline 
framework, this study has used a qualitative grounded theory research method (Glaser and 
Strauss, 1964). The study findings may extend the understanding of how and why the remaining 
programs are sustainable by identifying themes and their relationships to each other (Charmaz, 
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2006). Furthermore, this framework may identify what can be done to sustain the current 
programs and perhaps encourage new programs to emerge.  
Statement of Purpose and Research Questions 
The purpose of this qualitative grounded theory study was to explore the experiences and 
perceived conditions essential for program sustainability of past and present CTE teacher 
preparation educators and administrators. The qualitative research method has allowed for a 
better understanding of internal and external domains that may have contributed to the 
phenomenon under study. Furthermore, since Florida has shown significant increases in student 
enrollments, it is beneficial to focus on Florida for sustainability. This study may extend the life 
cycle of these CTE teacher preparation programs to produce quality CTE teachers for the 
expanding career courses and programs.  
To explore the internal and external domains of CTE teacher preparation program 
sustainability, this study was guided by the following questions: 
1. How do past and present undergraduate CTE teacher preparation educators and 
administrators describe their program experience and program sustainability?  
2. What perceived conditions do past and present undergraduate CTE teacher preparation 
educators and administrators believe are essential for program sustainability?  
Significance of the Study 
The rationale of this study stemmed from the desire of the researcher to develop a 
theoretical framework for long-term sustainability of CTE teacher preparation programs in 
Florida by exploring experiences of past and present educators and administrators and their 
perceived conditions for program sustainability. The study may provide important contributions 
to the CTE teacher preparation literature and positively affect Florida’s CTE teacher preparation 
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program availability. Secondly, Florida legislators and policy makers could create practical 
legislation to support CTE using the framework as a guide. Lastly, use of this data may benefit 
government officials to further support qualified CTE teachers in high schools throughout 
Florida.  
Assumptions 
Based on the researcher’s education and experience in career and technical education, 
three primary assumptions are discussed. These assumptions are based on the knowledge of the 
researcher before the study is conducted but may change during and after the study is completed. 
It is important to discuss the assumptions before the research begins to reflect on them as part of 
the study analysis (Bloomberg & Volpe, 2016).  
First, the decline in the availability of CTE teacher preparation programs may be due to 
the societal views of occupational status and educational attainment. Societal views have been 
known to identify students who do not do well in academic subjects; these students usually 
choose vocational education as an alternative pathway to a career: “Improving the attractiveness 
of VET [vocational education and training] is an educational policy goal in the European Union 
(EU)” (Lasonen, 2010, p. 430). Lasonen (2010) further states that analyzing a parity of esteem as 
a theoretical concept may be necessary to promote and improve the status of VET. With the 
devaluation of CTE in general, CTE teacher preparation programs may also be devalued within 
the educational institution and with the administrators in charge of managing the programs.   
The second assumption seems to align with changes and revisions in federal and state 
legislation. The United States legislative body attempted to promote the parity of esteem by 
signing the Carl D. Perkins Act of 2006. In this Act, the term “vocational education” was 
changed to “career and technical education” along with the addition of academic subjects in CTE 
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teacher preparation programs and courses. This change effected the title and curriculum of CTE 
teacher preparation programs offered in public and non-profit higher education institutions in an 
attempt to improve the parity of esteem. However, these changes did not seem to be enough to 
change societal views of CTE.  
The third assumption is the reduction in federal funding to sustain the CTE teacher 
preparation programs. Although attempts have been made to improve the status of career and 
technical education both globally and nationally, federal funding to support CTE teacher 
preparation programs has decreased. Research has identified educational reform (legislative 
change) and budget deficits as reasons for the decline in available CTE teacher preparation 
programs in the United States (Asunda, 2011; Bruening, et al, 2001; Fletcher et al, 2015; and 
Litowitz, 2013). The researcher’s assumption is when a program is underfunded, it has lost its 
value in society.  
The Researcher 
The researcher’s education and experience in CTE brings a practical knowledge base to 
the inquiry process. The researcher’s education includes a Bachelor of Science degree in 
Technical Education and Industry Training, a Master of Arts degree in Career and Technical 
Education, and doctorate studies in Curriculum and Instruction with a concentration in Career 
and Workforce Education. The researcher is an active online adjunct instructor for the University 
of Central Florida’s Technical Education and Industry Training bachelor’s degree program since 
August of 2012. It is in this position that first-hand knowledge of the positive effects of formal 
pedagogical training has had on CTE teachers. Furthermore, it is the experience and knowledge 
obtained during this employment that has initiated the research of the decline of CTE teacher 
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preparation programs in Florida. The researcher’s experience in the field of CTE shows a 
commitment to this research with respect to engagement, reflection, and completion.  
Conclusion 
An increase in available CTE courses and programs in Florida is apparent. However, a 
historical trend in the reduction of active CTE teacher preparation programs across the U.S. has 
been identified (Bruening, et al, 2001; Fletcher, et al, 2015, Lynch, 1990). The disproportionate 
active CTE teacher preparation programs to the apparent need in qualified CTE teachers is a 
phenomenon that needs to be studied. This qualitative study will use Glaser and Strauss’ (1967) 
grounded theory as a methodology to discover the experiences of CTE teacher preparation 
educators and administrations and explore their perceived conditions essential for program 
sustainability. Grounded theory is a systematic set of procedures that guides data collection and 
analysis of qualitative research. The process includes collecting and subsequently coding the 
qualitative data simultaneously in a constant comparative analysis. The coding paradigm is an 
analytical tool that codes the data to identify conditions, actions, and interactions as well as the 
consequences of the actions and interactions (Glaser & Strauss, 1967). The thematic analysis will 
identify patterns and themes in the data collected (Braun & Clarke, 2012). Grounded theory 
seems to be a best fit to align this study with the research on sustainability and connect with the 
research on CTE teacher preparation programs in Florida. The outcome consists of a CTE 
Teacher Preparation Program Sustainability Framework that may assist in sustaining the four 
remaining programs and perhaps encourage the development of new programs.  
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Definition of Terms 
Administrative Advocate: A person who has administrative responsibilities over a CTE 
teacher preparation program who advocates for the success of that program; a supportive leader. 
The Administrative Advocate is a sub-domain level under the Internal Support domain. 
Career and Technical Education (CTE): Formerly known as vocational education. 
CTE is the umbrella term for all industry-specific educational courses or program curricula to 
include academic knowledge together with practical and technical skills in preparation for higher 
education or the workforce (Fletcher, Lasonen, & Hernandez-Gantes, 2013).  
Category: A group of domains that have similar characteristics (researcher definition). 
CTE Teacher Preparation Programs: Career and technical education (CTE) teacher 
preparation programs are Bachelor of Science degree programs from approved, accredited 
universities or colleges that focus on preparing students to become CTE teachers at the middle 
school or secondary level. Students with a degree from a CTE teacher preparation program may 
qualify for either an initial teacher certificate (a state-approved, ITP program) or a temporary 
alternative teacher certificate (Florida Department of Education, 2016). 
CTE Educators and Administrators: Career and technical education (CTE) teachers, 
faculty, educators, coordinators, deans, and other administrators who are directly responsible for 
and/or involved in the daily duties of sustaining CTE teacher preparation programs.  
Domain: A region, field, or area of similar but distinct items, objects, or themes 
(researcher definition). 
External Support: This domain relates to all supportive services, people, organizations, 
or concepts that are outside the subject of study. It is one of the main sustainability domains that 
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support the Extrinsic Influences and Program Flexibility sub-domain levels (researcher 
definition).  
Extrinsic Influences: A person or thing that affects the way an individual, group of 
individuals, or organization thinks, feels, or behaves. Extrinsic Influences is a sub-domain level 
under the External Support domain (researcher definition).  
Grounded Theory: A qualitative research method developed by Glaser and Strauss 
(1967). Grounded Theory is both a method and a theory that uses constant comparative analysis 
(new data is compared to previous data) and thematic coding of the data (examines patterns in 
collected data). The method guides the researcher to identify categories of meaning from the 
collected data, and the theory is the product of the guided method which is usually a framework 
of categories. 
Initial Teacher Preparation (ITP) Program: “All programs offered by Florida 
postsecondary institutions that prepare instructional personnel under Section 1004.04, F. S., and 
result in qualification for an initial Florida Professional Educator’s Certificate” (Florida 
Department of Education, 2016). 
Internal Support: This domain relates to all supportive services, people, organizations, 
or concepts that are within the subject of study. It is one of the main sustainability domains that 
support the Administrative Advocate, Organizational Alignment, and Positive Culture sub-
domain levels (researcher definition).  
Organizational Alignment: Links an organization’s structure (departments, staff, and 
processes) with the organization’s purpose and goals (policies, regulations, and mission 
statement). Organizational Alignment is a sub-domain level under the Internal Support domain 
(researcher definition).  
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Organizational Behavior: “Organization behavior is the study of the functioning and 
performance of individuals, groups, and teams within organizations as well as of organizations as 
a whole…Systems theory is the cornerstone of organizational behavior theory” (Wienclaw, 
2015).  
Pedagogy: The method and practice of teaching.  
Positive Culture: A group of people who collectively have a common bond or goal and 
who feel motivated and supported to accomplish their individual and group tasks. Positive 
Culture is a sub-domain level under the Internal Support domain (researcher definition).  
Postsecondary Education: Any educational experience beyond the U.S. high school 
graduate level (Grade 12).  
Program Flexibility: The ability to modify, add, or delete any part or whole of an 
educational program depending upon the needs of the community and the students it serves. 
Program Flexibility is a sub-domain level under the External Support domain (researcher 
definition). 
Secondary Level: A term used by the Florida Department of Education to include Grade 
6 through Grade 12. Also called Secondary Education.  
Status and Standing of CTE teacher preparation Programs: Program status explains 
the program availability. Questions aligned with program status may include how the program is 
delivered and what is the accessibility of the program. Program standing indicates where the 
programs are housed within an institution (Lasonen, 2010). Questions aligned with program 
standing may also include the arrangement of the curriculum as well as student enrollment and 
attrition rates. Internal and external domain may be discussed as reasons for changes in CTE 
program status and standing.  
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STEM Education: STEM education are academic-type subjects. STEM subjects support 
career and technical education. Science, technology, engineering, and/or math are tools for CTE 
courses and programs. CTE is the practical application of the STEM subjects. For example, 
higher order STEM knowledge is necessary when calculating agricultural land measurements, 
building a bridge, working on engines, or creating a seven-course culinary menu.  
Sustainability: Long term program continuation that aligns with its mission and goals 
with internal and external support.  
Sustainable CTE Teacher Education Programs: CTE teacher preparation programs 
that have continued beyond the initial set-up phase successfully aligning with its intended 
mission and goals with no further need for external funding and a plan for growth.  
Teacher Preparation Program: A bachelor’s degree program of study that prepares 
students to teach in a classroom setting. Also called a teacher education program.  
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Chapter Two:  
Literature Review 
 
CTE Teacher Education History 
The preparation and training of career and technical education teachers has been 
influenced and modified by society’s needs and government funding through legislation since the 
beginning of the United States. The first CTE teachers began as colonial apprentice teachers in 
early America, a system borrowed from England. At that time, small towns governed their own 
apprentice programs with little to no guidance in method, delivery, or curriculum (Barlow, 1976; 
Wonacott, 2003). Apprentice teachers were considered masters in their trade. They chose their 
apprentice, usually boys below Age 17 of low socioeconomic status, who were bound to their 
master as indentured servants until Age 21 (Barlow, 1976; Economic History Association, n.d.). 
In 1865, the Thirteenth Amendment to the U.S. Constitution abolished slavery and involuntary 
servitude, which drastically changed the apprenticeship system and modified the path of the CTE 
teacher (Library of Congress, 2017).  
To answer the needs of industry and the education of a new workforce without the old 
apprenticeship system, the Industrial Education Association of New York was established in 
1884 (Barlow, 1976). This organization recognized the need for a teacher training college; it 
helped to establish the first teacher college that granted teaching certificates and diplomas. In 
1888, the New York College for Training Teachers opened, which is now called Teachers 
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College of Columbia University. In 1909, a presidential committee was appointed to study 
industrial education and make recommendations. The committee report stated, “If we are to 
secure industrial supremacy, or even maintain our present standards in the industrial world, we 
must in some way in our educational system acquire an equivalent to our old apprenticeship 
system” (as cited in Barlow, 1976).  
Eight years later, the first federal vocational education legislation was passed, titled The 
Smith-Hughes Act of 1917 (also known as the Vocational Act of 1917). This Act provided 
federal funds to states for the implementation of vocational education programs, to train 
vocational teachers, and to pay half the salary of these teachers. The Federal Board for 
Vocational Education was created to oversee compliance of the new law (Barlow, 1976; Lee, 
2002). By 1926, the National Society for Vocational Education and the Vocational Association 
of the Middle West merged to become The American Vocational Association (AVA). This 
organization consisted of vocational teachers and leaders joined together to provide a cooperative 
voice to the U.S. government on vocational education matters (Lee, 2002). Since the Smith-
Hughes Act of 1917 was signed, three areas of vocational training were identified: (a) 
agriculture; (b) home economics; and (c) trades and industry.  
With new federal funding, more vocational teacher preparation programs were developed 
to support the increased enrollments in vocational schools. According to Barlow (1976), 
vocational program enrollments reached nearly 900,000 by 1926. By 1929, the beginning of the 
Great Depression, the George-Reed Act was signed which allotted additional federal funding 
specifically to agriculture and home economics. The length of funding was five years with no 
additional funding for trades and industry (Barlow, 1976; Lee, 2002). However, during the Great 
Depression, vocational education enrollments dropped and the Federal Board for Vocational 
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Education was disbanned in 1933 by President Roosevelt. The Federal Board’s duties were 
handed over to the U. S. Office of Education (Barlow, 1976; Lee, 2002).  
At the onset of World War II, the U.S. War Department turned to existing vocational 
programs to help train new aviation mechanics. The U.S. Office of Education was directed by the 
President to assist the War Department by using exisiting vocational schools, raise the standards 
of instruction, and create teacher training courses (Barlow, 1976). With the surge in vocational 
enrollments, the states reported lack of funds for equipment and teachers to support the new 
national defense training programs. A budget of 15 million dollars was provided through an 
amendment to H.R. 10104, specifically for defense training and teacher education (Barlow, 
1976). 
By 1942, vocational program enrollment increased to an excess of 2,600,000 people 
enrolled in home economics, the trades and industries, agriculture, and distributive education 
(Barlow, 1976). Distributive education is now called marketing and sales education. With the 
increased vocational student enrollments across the nation, the need for effective vocational 
teacher training was highlighted. In 1943, The National Society for the Study of Education 
published a collection of essays from vocational leaders in the United States.  
Gilbert G. Weaver (1943), supervisor of the Industrial Teacher Training for the New 
York State Education Department, wrote: 
The success of any educational program is predicated on the available number of 
properly qualified and effectively trained teachers. This concept is especially 
applicable to the field of vocational education where skill and technical 
knowledge are required in addition to professional education. No school can rise 
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above the level of ability and professional outlook of the teaching staff and the 
type of leadership provided by the principal, supervisor, or director. (p. 148) 
To that end, there was an increased need of military training programs during World War II in 
the 1940s to the Civil Rights Act of 1964. Vocational educational leaderships and organizations 
collaborated with industry and government to meet the fast changing needs of the U.S. economy 
and society. In 1961, the White House appointed the Panel of Consultants on Vocational 
Education. In 1963, the Panel’s report, Education for a Changing World of Work was published. 
One of those changes was the addition to two vocational categories for a total of six: (a) 
agriculture; (b) distributive occupations; (c) homemaking; (d) trades and industry; (e) practical 
nursing; and (f) technician training (Barlow, 1976).  
Another change is the growth of our nation. By 1970, the Panel estimated there will be a 
total of 100 million people in the labor force, those who were working or those seeking work. 
The Panel concluded there were not enough vocational programs in the high schools or local 
technical schools to meet these needs (Barlow, 1976). The Panel recommended, “Teacher and 
leadership training programs be improved and enlarged. Institutions of higher education, 
especially land grant colleges and state universities, should provide for the professional growth 
of vocational and technical teachers” (as cited in Barlow, 1976, p. 80). To that end, the 
Vocational Education Act of 1963 was signed to further support vocational education in 
America. In 1968, amendments to the Vocational Education Act were implemented, which 
increased the total enrollments in vocational education programs in the nation. According to the 
U.S. Office of Education, there were 7,533,936 total enrollments in 1968, and by 1974, there 
were 13,555, 639 (as cited in Barlow, 1976).   
  
19 
 In 1970, President Nixon proposed a name change from vocational education to career 
education in order to strengthen the public’s opinion on workforce education. In the past, 
vocational education has been regarded as education for the poor working class and less than 
desirable for academic and professional pursuits (Blank & Hernandez, 2008; Fletcher, Lasonen, 
& Hernandez-Gantes, 2013). Vocational education stakeholders disagreed with changing the 
name stating it would confuse the mission of vocational education. Again in 1989, government 
officials wanted to change the name to Applied Technology Education to replace the term 
“vocational education”, but the American Vocational Association (AVA) urged policymakers to 
keep vocational education. However, during the December 1998 AVA convention, nine years 
later, AVA members voted to change the name of their association to the Association for Career 
and Technical Education (Bray, 2002). From apprenticeships’ involuntary servitude to vocational 
education to career and technical education, CTE teacher education has been guided by 
workforce needs and government legislation.  
CTE teacher legislation and policy. CTE legislation and policy have a considerable 
influence on the education and certification of CTE teachers (Castellano, Stringfield, & Stone, 
III, 2003; Zirkle, Martin, & McCaslin, 2007; Zirkle, Fletcher, Sander, & Briggs, 2010). 
According to Jacques and Potemski’s (2014) report, there is a connection between CTE teacher 
preparation, legislation, and the influencers of CTE policy. CTE influencers include associations, 
consortiums, and partnerships as well as federal and state government agencies. The CTE 
influencers have been instrumental in highlighting significant issues and concerns in the 
education and training of CTE teachers through government lobbying efforts and advocacy 
groups (ACTE, 2016; Adams, 2010; Jacques & Potemski, 2014). An overview of Florida CTE 
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teacher certification and licensing regulations will contribute to further understanding of the 
workforce of the CTE teacher.  
Associations, consortiums, and partnerships. Associations as CTE influencers, such as 
the Association for Career and Technical Education (ACTE), National Association of State 
Directors of Career and Technical Education Consortium (NASDCTEc) and the Partnerships for 
21st Century Skills, often collaborate on research and policy reports for a unified vision of the 
CTE system in America (Association for Career and Technical Education, National Association 
of State Directors, and Partnership for 21st Century Skills, 2010). In 2016, NASDCTEc changed 
its name to Advance CTE (National Association of State Directors of Career and Technical 
Education Consortium (NASDCTEc), 2017).  
Other associations and consortiums have conducted research and developed frameworks 
to aid the advancement of CTE programs. The Southern Regional Education Board and National 
Research Center for Career and Technical Education are in the process of developing an 
induction framework for subject matter experts to enter the teaching profession through an 
alternative pathway1 (Sass, 2011).  
  
                                                 
1 Alternative pathway to teaching any grade level from Kindergarten to 12th grade in the State of Florida 
without a state-approved education degree is obtained through an application for a Florida Temporary Certificate in 
a subject area of expertise (Florida Department of Education, 2016d). 
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Federal and state government legislation. Through these collaborative efforts, 
lawmakers and policymakers have supported CTE programs with legislation that assists 
individual states with funding for almost a century. The first federal vocational legislation was 
The Smith-Hughes Act of 1917 (also known as the Vocational Act of 1917). The current federal 
vocational education legislation to support CTE teacher preparation is the Carl D. Perkins Career 
and Technical Education Improvement Act of 2006 (Carl D. Perkins Act of 2006). This Act 
changed the term “vocational education” to “career and technical education (CTE)” and provides 
funding to the states with provisions. This Act provides federal resources to ensure academic 
topics are immersed in the CTE program curriculum.  
To receive the federal funding, additional criteria must be met. Two such criteria for CTE 
programs are (a) must be accountable and (b) show professional development of CTE teachers 
(Dortch, 2012). The proposal for the reauthorization of the Carl D. Perkins Act includes 
encouraging states to “enhance their recruitment, professional development, and evaluation 
systems of CTE teachers as well as developing alternative methods to teaching pathways” (U.S. 
Department of Education, Office of Vocational and Adult Education, 2012, p. 7). To date, the 
Carl D. Perkins Act of 2006 has not been reauthorized; however, the House Education and 
Workforce Committee voted to reauthorize the Perkins Act of 2006 in the H.R.5587, 
Strengthening Career and Technical Education for the 21st Century Act in September 2016. It has 
been received in the Senate on September 14, 2016 (Library of Congress, 2017). 
Furthermore, the U.S. federal government has recently made it possible for teacher 
preparation and professional development programs through institutions of higher education to 
receive grant money from the Teacher Quality Partnership Grant Program competition. In May 
of 2016, the Office of Innovation and Improvement, U.S. Department of Education published the 
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grant competition notice in the Federal Register (Office of Innovation and Improvement, U.S. 
Department of Education, 2016). This grant competition shows the support of the federal 
government in quality teacher preparation programs.  
Attempts have been made to fund CTE teacher preparation. In October of 2015, a 
bipartisan U.S. Senate bill has been introduced that provides funds to create CTE teacher 
residency programs, S.2174 – 114th Congress. The Creating Quality Technical Educators Act, 
seeks “to amend the Higher Education Act of 1965 to provide for the preparation of career and 
technical education teachers” (Library of Congress, 2017). This Act has been referred to the 
Committee on Health, Education, Labor, and Pensions on October 8, 2015.  
A bill related to S.2174 is the H.R.4263 – Technical Education and Career Help 
(TEACH) Act, which was introduced in the House in December of 2015. This Act amends the 
Higher Education Act of 1965. The purpose of this Act is to permit grants for mid-career 
professionals with expertise in a program area to obtain a bachelor’s or master’s degree for a 
teaching certificate requirement and for teachers who do not have subject matter expertise to 
receive technical skills training. On March 3, 2016, this Act was referred to the Subcommittee on 
Higher Education and Workforce Training (Library of Congress, 2017).  
At the local level, state government agencies have been encouraged to provide support 
and funding to improve CTE teacher effectiveness (Jacques & Potemski, 2014). Florida has 
responded with the implementation of statutes that enforce the laws regarding CTE teacher 
preparation requirements. Florida Statute 2013 Title XLVIII, Chapter 1012, Section 39 (b), 
specific to CTE teacher preparation programs states:  
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b) For full-time teachers, completion of professional education training in 
teaching methods, course construction, lesson planning and evaluation, and 
teaching special needs students. This training may be completed through 
coursework from an accredited or approved institution or an approved district 
teacher education program. (para. 2) 
The statute supports Florida policymaker’s commitment to hiring and retaining qualified CTE 
teachers. The statute also shows the importance of CTE teachers with effective pedagogical skills 
who will successfully transfer their knowledge to their students.  
Florida has also made it a priority of implementing legislation that encourages 
connections to industry and education through the CAPE Act (Career and Adult Education, 
Florida Department of Education, 2014). In 2007, Florida signed the CAPE Act into law 
“requiring each school district to open at least one career academy (Florida Legislature 2007a) 
and establishing benchmarks and procedures to support high-quality career academies (Florida 
Legislature 2007b)” (Estacion, D'Souza, & Bozick, 2011, p. i). The programs approved by the 
CAPE Act are called career academies.  
According to the Florida K-20 Education Code § 1003.493, career and professional 
academies and career-themed courses, paragraph (1)(a), “A “career and professional academy” is 
a research-based program that integrates academic curriculum with an industry-specific 
curriculum aligned directly to prioritize workforce needs established by the regional workforce 
board or the Department of Economic Opportunity” (K-20 Education Code, 2015). The purpose 
of the CAPE Act is to promote a future workforce that will attract and retain high-valued 
industry. To do so, the CAPE Act assists middle and high schools to implement approved CAPE 
Academy programs (also called career academies) that follow a set of criteria. One of the criteria 
  
24 
requires the lead teacher in the CTE program hold a professional services contract (Florida 
teaching certificate) and industry credentials in the specific career academy program (Career and 
Adult Education, Florida Department of Education, 2014).  
Industry-certified CTE teacher. Career and technical education teacher roles and 
responsibilities have changed and adapted to meet the demands of our workforce and educational 
systems (Adams, 2010; Bartlett, 2002; Blank & Hernandez, 2008; Gray & Walter, 2001). 
Presently, many CTE teachers are required to hold occupational or industry certifications in 
addition to a teaching certificate to prepare their students for similar certifications. There are 
CTE courses and/or programs at the secondary level that provide opportunities for students to 
obtain an industry certification at the end of their completed program of study.  
Industry certifications are nationally-recognized credentials awarded upon successful 
completion of a summative assessment by an independent source (Florida Department of 
Education, 2016a). The certification ensures mastery of a specific skill set of industry-approved 
standards and competencies within a field of study or career cluster. However, the CTE teacher 
must be certified for the student to qualify to take a certification exam. For instance, a CTE 
teacher for a mechanical drafting course must have a Certified Drafter – Mechanical Certificate 
from the American Design Drafting Association (ADDA) for his or her students to qualify for 
the examination. Once the student successfully completes a mechanical drafting course taught by 
a certified teacher, the student will receive certification after passing the ADDA Drafter 
Certification Examination (Florida Department of Education, 2016a).  
The Florida Department of Economic Opportunity’s (DEO) definition of industry 
certification must also include at least one of the following criteria for industry certification: “(a) 
within an industry that addresses a critical local or statewide economic need; (b) linked to an 
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occupation that is included in the workforce system’s targeted occupation list; or (c) linked to an 
occupation that is identified as emerging” (Florida Department of Education, 2016a, para. 2). 
There were 242 distinct types of industry certifications listed on the CAPE Industry Certification 
Funding List for the 2015-16 school year (Florida Department of Education, 2016a). An industry 
certification signifies a high level of skill that shows workforce readiness and employability. In 
the 2015-16 school year, there were 82,439 industry certifications awarded to secondary level 
students (Florida Department of Education, 2017).  
CTE Program Subject Areas 
In the past, CTE teachers worked in specific vocational programs of study that aligned 
with industries, such as Agricultural Studies and Home Economics. As our country grew and the 
global economy changed, so did the vocational programs. Now, vocational programs of study are 
called career and technical education (CTE) programs in the United States as per the Carl D. 
Perkins 2006 Act (Association for Career and Technical Education (ACTE), 2016). Students at 
the secondary level enroll in the CTE programs to learn a specific skill set that may lead to a 
career in a specific industry. To align with educational standards developed from the educational 
reform effort, many CTE Programs have been grouped into curriculum framework categories, 
which served as a framework guide for programs of study created from a 1996 collaborative 
effort of CTE stakeholders.  
The purpose of this collaborative effort is stated: 
…the National Skills Standards Board, the National School-to-Work Office, and 
the Office of Vocational and Adult Education (OVAE) formed the Building 
Linkages project to develop a system linking voluntary national skill standards to 
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schools and businesses and to develop curricular frameworks appropriate to the 
standards. (Barabasch & Rauner, 2012, p. 92).  
The curriculum frameworks allowed for the development of standards consistent with 
successful student outcomes. In 2001, the OVAE tasked the National Association of State 
Directors of Career and Technical Education Consortium (NASDCTEc) to further develop the 
frameworks. In 2007, NASDCTEc produced a more comprehensive framework with sixteen 
titled Career Clusters® (Barabasch & Rauner, 2012; National Association of State Directors of 
Career and Technical Education Consortium (NASDCTEc), 2017). The sixteen NASDCTEc 
Career Clusters® Framework has evolved to include programs of study pertinent to the industrial 
and economic needs of today. However, individual states have been encouraged to customize 
this list to best accommodate local needs.  
Florida modified the Career Clusters® Framework and renamed it to the Florida CTE 
Curriculum Frameworks as shown in Table 2. As this study focused on Florida’s career and 
technical education teacher preparation programs, comparing the trends over time and the 
differences between national and Florida CTE needs has been helpful to better understand 
program sustainability. Table 2 provides a side-by-side comparison of changes in programs of 
study from time (1990 to 2017) and author. Table 2 includes a career curriculum framework 
comparison of Lynch’s (1990) vocational program list, the NASDCTEc (2017) Career Clusters® 
Framework, and the Florida Department of Education (2017) CTE Curriculum Frameworks. In 
1990, there were eight vocational program areas. In Florida’s 2017-18 CTE Curriculum 
Framework, there were 18 categories.  
  
  
27 
Table 2 
Comparison of Career Cluster Framework by Author and Year  
No. Traditional Vocational 
Program Areas (Lynch, 
1990)  
The National Career 
Clusters® Framework 
(NASDCTEc, 2017) 
2017-18 CTE Curriculum 
Framework (Florida 
Department of Education, 
2017) 
1 Agricultural Education Agricultural, Food & 
Natural Resources 
Agriculture, Food & Natural 
Resources 
2 Business Education Architecture & Construction Architecture & Construction 
3 Health Occupations 
Education  
Arts, A/V Technology & 
Communications 
Arts, A/V Technology & 
Communication 
4 Home Economics 
Education 
Business, Management & 
Administration 
Business, Management & 
Administration 
5 Marketing Education Education & Training Education & Training 
6 Technology Education/ 
Industrial Arts 
Finance Energy 
7 Trade and Industrial 
Education 
Government & Public 
Administration 
Engineering & Technology 
Education 
8 Vocational Special 
Needs 
Health Science Finance 
9  Hospitality & Tourism Government & Public 
Administration 
10  Human Services Health Science 
11  Information Technology Hospitality & Tourism 
12  Law, Public Safety, 
Corrections & Security 
Human Services 
13  Manufacturing Information Technology 
14  Marketing Law, Public Safety & 
Security 
15  Science, Technology, 
Engineering & Mathematics  
Manufacturing 
16  Transportation, Distribution 
& Logistics 
Marketing, Sales, & Service 
17   Transportation, Distribution, 
& Logistics 
18   Additional CTE 
Programs/Courses  
Note. All categories listed are derived from the following sources: (a) Florida Department of Education (2017); (b) Lynch (1990); 
and (c) National Association of State Directors of Career and Technical Education Consortium (NASDCTEc) (2017). 
NASDCTEc changed its name to Advance CTE in 2016.  
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In Table 2, the national and local needs have changed drastically with ten additional 
categories from 1990 to 2017. The ‘Science, Technology, Engineering, and Math’ category from 
the NASDCTEc Career Clusters® Framework was changed to ‘Engineering and Technology 
Education’ in the Florida CTE Curriculum Frameworks list. The ‘Marketing’ category from the 
NASDCTEc Framework was changed to ‘Marketing, Sales, & Service’ in Florida’s CTE 
Curriculum Framework. Florida removed the word ‘Corrections’ from the ‘Law, Public Safety & 
Security’ category that was present in the NASDCTEc Framework. Florida also added ‘Energy’ 
and ‘Additional CTE Programs/Courses’ categories to its CTE Curriculum Framework.  
The Florida ‘Additional CTE Programs/Courses’ includes subcategories: (a) Diversified 
Education; (b) Instructional Support Services (Special Needs); and (c) Other Vocational 
Programs. The subcategory ‘Special Needs’ which was listed in the Lynch (1990) Traditional 
Vocational Program Areas, but not in the NASDCTEc list. However, further review of this 
category on the Florida DOE website shows that it is primarily used for distributive education, 
which is a guided workplace learning or cooperative education program, much like an 
apprenticeship program (Florida Department of Education, 2017).   
Florida CTE Teacher Certification 
According to the Florida Department of Education, a person who wishes to teach any 
subject at any level in the K-12 public school system must obtain a Florida Professional 
Educator’s Certificate or a Temporary Teaching Certificate. If the applicant does not have all the 
necessary documents to receive a Florida Professional Educator’s Certificate, an Official 
Statement of Status of Eligibility (SOE) will be sent by mail. The SOE will inform the applicant 
if the individual may apply for a teaching position. Once the applicant is hired as a teacher, a 
Temporary Teaching Certificate is issued. Failure to complete the remaining requirements listed 
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on the SOE within the three-year timeframe will result in termination of employment (Florida 
Department of Education, 2016f). 
To receive a Florida Professional Educator’s Certificate, an application must be 
submitted through the Florida Department of Education website along with an application fee, 
passing grades for the three FTCE examinations (General Knowledge, Professional Education, 
and Subject Area tests), and official transcripts of a state-approved bachelor’s degree (or higher) 
in a specific subject area. To receive a temporary teaching certificate, an alternative route is 
available with two different approaches, which include: (a) an ‘education major’ bachelor’s 
degree and minor (30 semester hours) in one of the approved subject areas; and (b) a ‘subject 
area major’ bachelor’s degree and the four required pedagogy courses (teaching methods, course 
construction, lesson planning and evaluation, and teaching special needs students) (Florida 
Department of Education, 2017).  
Degreed career and technical coverages. CTE teachers differ from academic teachers 
in that they must have experience and/or knowledge of a CTE subject area in addition to 
competency in general and professional knowledge. The ‘subject area’ secondary level teaching 
certificates in Florida are called Degreed Career and Technical Coverages. The applicant’s 
bachelor’s degree official transcript is required to show courses (at least 30 semester hours) 
completed in one of the five secondary level Degreed Career and Technical Coverages. The five 
Degreed Career and Technical Coverages include: (a) Agriculture (grades 6-12); (b) Business 
Education (grades 6-12); (c) Engineering and Technology Education (grades 6-12); (d) Family 
and Consumer Science (grades 6-12); and (e) Marketing (grades 6-12). The courses (30 semester 
hours) can include any combination of approved sub-topics within a degreed coverage. Table 3 
lists the five degreed coverages and the subtopics needed to fulfil the 30 semester hours.  
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Table 3 
Florida's Degreed Career and Technical Coverages and Subtopic Areas 
No.  Agriculture  Business 
Education 
Engineering & 
Technology 
Education 
Family & 
Consumer 
Sciences 
Marketing 
1 Soil Science Accounting Materials & 
Manufacturing 
Processes 
Technology 
Clothing 
Construction 
Marketing 
Theory & 
Practices 
2 Agricultural 
Mechanics 
Economics or 
Finance 
Drafting & Design 
Technology 
Textiles Economics 
3 Food & 
Resource 
Economics 
Computer 
Science 
Energy & Power 
Technology 
Food 
Preparation 
Finance 
4 Animal 
Science 
Business 
Communication  
Graphics 
Communication 
Technology 
Nutrition Accounting   
5 Agronomy Business law Electronics 
Technology 
Child 
Development 
Personal 
Management 
6 Horticulture  Construction 
Technology 
Family 
Relations 
 
7 Entomology  Transportation 
Technology 
Housing & 
Home 
Furnishings 
 
8 Forestry & 
Natural 
Resources 
 Biomedical 
Technology 
Home 
Management 
 
9   Information 
Technology 
Family 
Economics   
 
10   Industrial Systems 
Technology 
Consumer 
Education 
 
Note. This information is derived from the Florida Department of Education Teacher Certification website: 
http://www.fldoe.org/teaching/certification/certificate-subjects/.  
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Some Degreed Career and Technical Coverage areas have more subtopics than others along with 
different policies. The Agriculture Degreed Career and Technical Coverage requires any four of 
the subtopics to be among the required 30 semester hours in an applicant’s official college 
transcript. The Engineering and Technology Education Degreed Career and Technical Coverage 
requires four of the 10 subtopics listed.  
Additionally, the Materials and Manufacturing Processes Technology subtopic in 
Engineering and Technology Education includes credit in woods, metals, and man-made 
materials. The Industrial Systems Technology subtopic in Engineering and Technology 
Education includes robotics, laser technology, fiber optics, or other feedback controlling 
systems. In the Marketing Education coverage, 15 semester hours in the Marketing Theory and 
Practices subtopic is required in the 30 semester hours. The Business Education and Marketing 
Coverages have three similar subtopics: (a) accounting; (b) economics; and (c) finance.  
 Florida’s CTE Curriculum Framework. To understand how a CTE teacher qualifies 
for a specific subject area, Table 3 shows many different subtopics that represent almost all of 
Florida’s 2017-18 CTE Curriculum Framework categories listed in Table 2. There are some 
curriculum categories, however, that are not represented in the secondary level Degreed Career 
and Technical Coverages, and there are some categories that are partially represented. Moreover, 
there are three academic class certifications for Grade K through Grade 12 that cover some of the 
CTE Curriculum Framework courses: (a) Art; (b) Computer Science; and (c) Health (Florida 
Department of Education, 2017). Table 4 shows the comparison between the five Degreed 
Career and Technical Coverages and Florida’s 2017-18 CTE Curriculum Framework categories.  
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Table 4 
Comparison of the Five Degreed Career and Technical Coverages and the 2017-18 CTE 
Curriculum Framework 
 Degreed Career and Technical Coverages 
2017-18 CTE  
Curriculum Programs 
Agriculture Business 
Education 
Engineering/ 
Technology 
Education 
Family & 
Consumer 
Sciences 
Marketing 
Agriculture, Food & 
Natural Resources 
X     
Architecture & 
Construction 
  X   
*Arts, A/V Technology & 
Communication 
  X X  
Business, Management & 
Administration 
 X   X 
Education & Training    X  
Energy   X   
Engineering & Technology 
Education 
  X   
Finance  X   X 
-- Government & Public 
Administration 
     
*Health Science     X 
Hospitality & Tourism    X X 
Human Services    X  
*Information Technology   X   
-- Law, Public Safety & 
Security 
     
Manufacturing   X   
Marketing, Sales, & 
Service 
   X X 
Transportation, 
Distribution, & Logistics 
  X   
Note. An ‘X’ represents a covered curriculum category. A double dash (--) in front of the curriculum category shows 
that it is not represented by the Degreed Career and Technical Coverages. An asterisk (*) in front of the curriculum 
category shows that it is covered by an academic, Grade K-12, teaching certificate. 
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 The Arts, A/V Technology & Communications category is represented by the Art 
(Grades K-12) academic teaching certification and in Engineering & Technology Education 
coverage with the Drafting & Design and Graphics Communication Technology subtopics. The 
A/V Technology & Communications category is also represented in the Family & Consumer 
Sciences coverage with Clothing Construction, Textiles, and Housing & Home Furnishings. The 
Health Science curriculum category is covered by an academic teaching certificate, Health 
(Grades K-12), but also covered with the Personal Management subtopic in the Marketing 
Degreed Career and Technical Coverage. Finally, the Information Technology category is 
covered by the Engineering & Technology Education Degreed Career and Technical Coverage as 
well as the Computer Science (Grades K-12) academic teaching certificate. 
 The Government & Public Administration and Law, Public Safety & Security categories 
are not represented by any of the Degreed Career and Technical coverages at the secondary level. 
However, the two curriculum frameworks have courses/programs listed in the secondary level on 
the Florida DOE website. The Government & Public Administration curriculum framework 
includes programs in the middle school grades to include: (a) Fundamentals of Government and 
Public Administration; and (b) Introduction to Government and Public Administration. The 
secondary courses/programs for Government & Public Administration includes: (a) Emergency 
Planning and Response; and (b) Principles of Public Service. The Law, Public Safety & Security 
curriculum framework middle school grades courses/programs includes: (a) Exploration of 
Criminal Justice Occupations; and (b) Introduction to Law, Public Safety and Security. The 
secondary courses/programs for Law, Public Safety & Security includes (a) Criminal Justice 
Operations; (b) Introduction to Fire Fighting; (c) Private Security Officer; and (d) Public Safety 
Telecommunications (Florida Department of Education, 2017).  
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 In addition to subject area knowledge (degreed CTE coverages), CTE teachers need to 
successfully transfer their knowledge to students through professional educational practices as 
well (Barabasch & Rauner, 2012). Potential CTE teachers with knowledge and/or experience in a 
particular field of study may apply for a teaching certificate. However, the professional 
education courses are also a requirement (Florida Department of State, Department of Education, 
2016). CTE teacher preparation programs offer curriculum in both CTE subject area as well as 
professional education courses to meet the requirements of a Florida teaching certificate.   
 Sustainability Program Frameworks 
CTE teacher preparation program extinction is credible given the data available at this 
time. Therefore, the sustainability of these programs is in question. Preliminary sustainability 
domains have been developed that guided this study and aligned it with program sustainability 
studies. Studies specific to program sustainability include: (a) Mancini and Marek, 2004; (b) 
Scheirer, 2005; and (d) Szuminski, 2003.  
Mancini and Marek’s (2004) study on sustainability of community-based programs 
produced the Elements of Sustainability Framework. The categories for this framework include: 
(a) leadership competence; (b) effective collaboration; (c) understanding the community; (d) 
demonstrating program results; (e) strategic funding; (f) staff involvement and integration; and 
(g) program responsivity. Mancini and Marek (2004) also created a Program Sustainability Index 
(PSI) survey instrument which, to date, is still considered relevant (Office of Health Policy, 
2010).  
Scheirer’s (2005) systematic review of 19 health-related program sustainability studies 
identified five categories related to the successful longevity of these programs. Although this 
review of literature focused on health-related programs, findings indicated that the categories did 
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not appear to be related to the subject area. The author recommended other content areas, such as 
education, use these factors as a framework for additional research in program sustainability.  
Szuminski (2003) developed a teacher development model to assist with the successful 
recruitment and retention of CTE teachers. The categories for success, and thereby sustainability, 
include: (a) partnerships among schools, districts, and educational institutions; (b) continuous 
emotional/psychological and instructional support; (c) administrative commitment; (d) job-
embedded teacher development activities; and (e) flexibility in teacher development program 
design and implementation (Szuminski, 2003).  
Internal and external domains for sustainability. Positive internal and external 
domains have been shown to affect successful job performance (Daily, Bishop, & Maynard-
Patrick, 2013), academic success (Siders, George, & Dharwadkar, 2001), and positive 
relationship with organizational innovativeness (Dibrell, Fairclough, & Davis, 2015). Additional 
research has revealed that internal and external domains may be predictors for sustainable 
organizational processes (Clark, 2004; Daily, Bishop, & Maynard-Patrick, 2013; Dibrell, 
Fairclough, & Davis, 2015; Siders, George, & Dharwadkar, 2001). The themes correlate with 
themes located in sustainability framework studies (Mancini and Marek, 2004; Scheirer, 2005; 
and Szuminski, 2003). Thus, Figure 1 represents the Preliminary Sustainability Domains that 
have been organized into the following: (a) internal domain and (b) external domain. 
 
Figure 1. Internal and External Domains for Sustainability 
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The internal and external domains were further delineated with sub-domains modified 
from the sustainability studies. Figure 2 shows the Preliminary Sustainability Domains, which 
includes: (a) Internal Support; and (b) External Support. The Internal sub-domains include: (a) 
Administrative Advocate; (b) Organizational Alignment; and (c) Positive Culture. The External 
sub-domains include: (a) Extrinsic Influences; and (b) Program Flexibility.  
 
Figure 2. Preliminary Sustainability Domains  
 
The Preliminary Sustainability Domains have been developed by reviewing the three 
sustainability studies, organizing the framework factors into topics, and then comparing the 
factors side-by-side, as shown in Table 5. An attempt was made to develop concise terms that 
integrated all the sustainability domains identified in the studies (Mancini & Marek, 2004; 
Scheirer, 2005; Szuminski, 2003).  
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Table 5 
Comparison of Sustainability Domains 
 Existing Sustainability Framework Studies 
Preliminary 
Sustainability 
Domains 
Mancini & Marek’s 
(2004) Elements of 
Sustainability 
Scheirer’s (2005) 
Program 
Sustainability Factor 
List 
Szuminski’s (2003) 
Components for 
Development Model 
Internal Support    
Administrative 
Advocate 
Leadership 
Competence 
A “champion” is 
present 
Administrative 
commitment  
Organizational 
Alignment 
Effective 
Collaboration/Strateg
ic Funding 
A program “fits” with 
its organization’s 
mission and 
procedures 
Job-embedded 
teacher development 
activities 
Positive Culture Staff Involvement 
and Integration 
Benefits to staff 
members and/or 
clients are readily 
perceived 
Continuous support 
with both emotional 
and instructional 
structures 
External Support    
Extrinsic 
Influences 
Understanding the 
Community 
Stakeholders in other 
organizations provide 
support 
Partnerships to 
leverage resources 
Program 
Flexibility 
Demonstrating 
Program 
Results/Program 
Responsivity 
A program can be 
modified over time 
Flexibility in design 
and implementation  
Note. Review of the three sustainability studies revealed factors that aligned in meaning. Mancini & Marek's (2004) 
study has seven domains. However, after careful review, two of these domains (strategic funding and program 
responsivity) seemed to be a good fit in the organizational alignment and program flexibility domains respectively.  
CTE Teacher Preparation Program Studies 
Further understanding of CTE teacher preparation program is necessary to predict 
sustainability. CTE teacher preparation research that focuses on the status of these programs will 
assist in identifying sustainability themes. There have been eight relevant national and local 
studies that report on available CTE teacher preparation programs at accredited or approved 
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institutions over the past few decades (Asunda, 2011; Bruening, Scanlon, & Hodes, 2001; Clark, 
2004; Fletcher, Gordon, Asunda, & Zirkle, 2015; Litowitz, 2013; Lynch, 1990; Pucel & Flister, 
1997; and Volk, 1993).  
The studies focused mainly on the available CTE teacher preparation programs in the 
nation, and reported curriculum, enrollment, and organizational structure among other elements 
of sustainable programs. In addition, all the studies organized the data into categories as a type of 
sustainability framework. The categories align well with the Preliminary Sustainability Domains 
shown in Figure 1. It is necessary to align the Preliminary Sustainability Domains with the 
available CTE teacher preparation program research to adhere to the issues of trustworthiness.  
Lynch’s (1990) quantitative descriptive study was the first to record a national database 
of CTE teacher preparation programs in the United States. Lynch (1990) used two survey 
instruments (Institutional Questionnaire and National Survey of Professors of Vocational 
Education) as a model for the study’s survey questionnaire. The participants from 78 colleges 
and universities totaled 633 teacher educators who completed the survey. Findings revealed that 
U.S. colleges and universities are not committed to providing vocational or CTE teacher 
preparation programs. “About one hundred colleges and universities – approximately eight 
percent of the total providing teacher education – offer four or more programs” (Lynch, 1990, p. 
122). Furthermore, findings reveal an administrative trend to “place all vocational teacher 
education programs in a comprehensive vocational education department in a college or school 
of education” (Lynch, 1990, p. 122). Prior to Lynch’s (1990) study, it was common practice to 
offer the vocational teacher education preparation programs within the corresponding vocational 
department of a college or institution. The findings were organized into three categories that 
relate to the Preliminary Sustainability Domains of this study. These categories include: (a) 
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institutional characteristics; (b) administrative characteristics; and (c) faculty/student program 
census. All the categories fall under the Internal Domain domain.  
Volk’s (1993) study focused on industrial and technology teacher preparation programs 
from 1970 to 1990 and sought to identify reasons for the decline in CTE teacher preparation 
programs thereby identifying domains that would sustain the programs. This descriptive 
quantitative study calculated the number of graduating students with a bachelor’s degree. 
Findings indicated that in 1970, students graduating with a bachelor’s degree in vocational 
education equaled 6,368. In 1990, the total bachelor’s degree graduates dwindled to 1,790. The 
largest decrease was from 1980 to 1985 from 5,048 to 2,668 (Volk, 1993). The overall declining 
themes identified by Volk (1993) include: (a) program strength; (b) program compatibility; (c) 
program viability; and (d) program attractiveness.  
Pucel and Flister’s (1997) study surveyed members who attended the 1995 Mississippi 
Valley Industrial Teacher’s Education Conference. The survey included questions regarding the 
present state and future outlook of industrial teacher preparation programs. Specifically, Pucel 
and Flister’s (1997) study focused on whether certain fields within industrial education would 
increase, decrease, or stay the same in the future. Findings indicated that the CTE teacher 
preparation programs were offered in different colleges and each program had distinct 
characteristics. “The majority of the institutions have technology education programs (90%) and 
industrial technology programs (67%). Only 13% have programs in technical education” (Pucel 
& Flister, 1997, p. 76). Another interesting finding is the perception of the respondents who are 
optimistic about the future of CTE teacher preparation. However, the authors believe that 
programs survive “by finding ways to mutually reinforce programs within the industrial 
education family rather than working against each other” (Pucel & Flister, 1997, p. 78). This 
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finding is an indication that programs were in competition with each other and may have been a 
factor in program decline.  
Bruening, Scanlon, and Hodes’ (2001) study sought to update the Lynch (1990) study to 
compare the status and standing of CTE teacher preparation programs in the United States. 
Bruening et al (2001) used a quantitative descriptive method design and a survey with a Likert-
scale instrument. The survey was constructed and guided by three reports, including Lynch’s 
(1990) study, and were validated by external and internal reviewers. The survey was “sent to all 
CTE program chairs and teacher educators with administrative responsibilities” (Bruening et al, 
2001, p. 7). The survey was divided into six sections that correspond to themes found in the 
sustainability studies, which include: (a) recent program revisions; (b) competencies for CTE 
teachers; (c) CTE certification process; (d) course delivery; and (e) CTE program demographics 
and tracking information. The survey was sent to 673 CTE teacher educators with administrative 
responsibilities and yielded a 44% response rate. Of those returned surveys, 48 institutions did 
not offer CTE teacher preparation programs.  
Data analysis of the surveys with Likert scale and categorical data was collected. The 
findings from this study indicate an 11 % decrease in the 432 institutions since Lynch’s (1990) 
study: “In the actual data collection process for the study, for each new program there were about 
four institutions that phased out their programs” (Bruening et al, 2001, p. 49).  
There were three new trends found in the Bruening et al (2001) study. One trend showed 
an increased in academic curricula implemented into the CTE teacher preparation programs, 
which was not a finding in the Lynch (1990) study. This may be due to the demand of 
educational reform from policy makers and administrators at that time. The second trend 
revealed that the programs were presented in a traditional platform and offered in the Colleges of 
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Education. Moving the CTE teacher preparation programs to the Colleges of Education was a 
beginning trend found in Lynch’s (1990) study. The last new trend was the utilization of an 
online platform for future program offerings.  
Clark’s (2004) quantitative dissertation specifically identified the sustainability domains 
for CTE teacher preparation programs in 14 community colleges, which are partnered with 
Western Michigan University (WMU). This dissertation study identified three major themes for 
sustainability. The themes include: (a) the number of departmental meetings; (b) student 
satisfaction and enrollment numbers; and (c) external marketing. Three questions included in the 
survey identified independent categories for sustainability: (a) marketing techniques; (b) 
geographic location; and (c) number of committee meetings attended by the Dean (Clark, 2004).  
At WMU, the programs for CTE teacher preparation are called the Occupational 
Education Studies (OES). Clark (2004) surveyed two groups: (a) current and graduated students 
of the OES programs; and (b) Deans of OES and selected staff from the 14 associated colleges in 
the WMU system. The sustainability portion of the survey identified domains that affected the 
sustainability of CTE programs and the personal and professional satisfaction in these programs. 
Clark used two survey instruments previously utilized in the OES program in 2003 to develop 
the Likert-scale survey questions with one open-ended question. The OES advisory board 
validated both surveys, including the 12 professional survey questions. The research question 
that mostly aligns with this study is: “Are there specific variables that affect sustainability of the 
OES degree program?” (Clark, 2004, p. 68). Findings for this question, using a linear regression 
method, revealed: “The mean number of students enrolling … is expected to be greater by 85% 
when the community college uses 7 or more of the 13 recruitment strategies …” (Clark, 2004, p. 
69).  
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Asunda (2011) conducted a limited five-year pilot study of CTE teacher preparation 
programs in the United States to identify trends as compared to previous studies. This study used 
humanistic pragmatism as a paradigm, which historically supports a mixed method design study 
(Mertens, 2015). The paradigm guided the second goal of this study, which was to identify six 
principles that will be used to evaluate and perhaps redesign CTE teacher preparation programs. 
The six principles are as follows: (a) accessibility aligns; (b) accountability; (c) equity; (d) 
learning; (e) usefulness; and (f) safety. Limitations of this study include utilizing only one 
participant listing from a website directory authored by an individual (Hake, 2010). This 
participant list yielded 34 schools with CTE teacher preparation programs. Program coordinators 
and departmental heads were identified and their contact information was collected for the self-
reporting email survey. Of the 34 schools surveyed, 15 schools responded with six schools 
stating CTE teacher preparation programs were no longer offered, including University of 
Florida (Asunda, 2011). One question in the survey asked about instructional areas or Career 
Clusters® in CTE teacher programs. “The most popular area was Business and Marketing 
subjects followed by Technology Education” (Asunda, 2011, p. 15). Another question in the 
survey asked about whether they offered alternative certification for CTE pre-service teachers, 
which was confirmed by all the schools who responded.  
Litowitz’s (2013) study focused on identifying a composite curriculum from 24 
technology and engineering teacher preparation programs in the United States. These programs 
were listed in the 2012-2013 Engineering & Technology Teacher Education Directory. 
Litowitz’s (2013) study had an overarching theme to identify a curriculum framework for 
sustainability. The findings revealed themes to include: (a) program mission; (b) relevant 
changes in curriculum; (c) goals that reflect industry needs; and (d) swift program modifications. 
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Additional findings revealed there were 40 technology teacher preparation programs with 20 or 
more undergraduate student enrollments according to the 2002/2003 Industrial Teacher 
Education Directory (Litowitz, 2013). However, in 2013, only 24 active programs remained.  
Fletcher, Gordon, Asunda, and Zirkle (2015) updated the national status and standing 
study of Bruening et al (2001). This census study focused on CTE teacher preparation programs 
in the United States to include graduate study programs in the field of career and technical 
education. Research questions for this quantitative survey study aligned with themes, which 
include: (a) Types of institutional settings; (b) Types of CTE programs offered; (c) Number of 
active programs; and (d) Types of degrees and certification/licensure offered.  
Fletcher, et al.’s (2015) study revealed continued decline in the availability of CTE 
teacher preparation programs in the U.S. compared to the Bruening, et al.’s (2001) study. In 
Florida, Fletcher et al.’s (2015) study revealed seven undergraduate degree CTE teacher 
preparation programs. There were three state-approved teacher preparation programs: (a) 
Business Education - Bethune-Cookman University; (b) Technology Education - Florida 
Agricultural and Mechanical University; and (c) Agricultural Education - University of Florida 
(Fletcher, et al., 2015). The remaining three programs were not state-approved but have a CTE 
teacher preparation curriculum: (d) STEM Education1 – Florida Institute of Technology; (e) 
Technical Education and Industry Training – University of Central Florida; and (f) Career and 
                                                 
1 Fletcher et al (2015) listed the bachelor’s program at FIT as a Technology Education degree. Upon further 
investigation, FIT has a master’s degree in Technology Education and a bachelor’s degree in STEM Education. 
Although the STEM field is not exactly CTE, it does cover technology and engineering education in its program 
curriculum (Florida Institute of Technology, 2016). However, STEM education relates to knowledge, not the 
practical application of that knowledge.  
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Technical Education – University of West Florida (Fletcher et al., 2015; Florida Department of 
Education, 2016). Currently, one program is no longer listed in the college catalog, one program 
is not actively accepting students, and another program changed the name and curriculum to 
STEM education, which disqualifies it from identifying with CTE teacher preparation. 
A new development elicited from the findings not found in prior 1990 and 2001 studies is 
the addition of general CTE teacher preparation programs.  The general programs do not have a 
specific subject area associated with the curriculum and are not included in the Degreed Career 
and Technical Coverages. These CTE teacher preparation programs reflect a trend to prepare 
CTE teachers that is not discipline-specific. CTE teachers from different subject areas may 
attend the same general CTE teacher preparation program courses. For instance, the University 
of West Florida has a Bachelor of Science degree in Career and Technical Education, and the 
University of Central Florida has a Bachelor of Science degree in Technical Education and 
Industry Training. Preservice or current CTE teachers from all subject areas may attend these 
programs (University of Central Florida, 2016; University of West Florida, 2016).  
Conclusion 
The studies show a trend of CTE teacher preparation program decline in the nation in the 
past four decades. This is contradictory to the increased CTE program student enrollments 
(Florida Department of Education, 2017) and research that reveals CTE teachers with at least an 
undergraduate degree are more effective in the classroom and have higher student learning 
outcomes (Clotfelter, Ladd, & Vigdor, 2010). In addition, the research trends show a changing 
landscape on the status and standing of the CTE teacher preparation programs. The CTE teacher 
preparation programs have moved from industry-specific departments to education departments 
as well as from traditional classrooms to online platforms. Another trend shows the introduction 
  
45 
of general CTE teacher preparation programs that serve all subject areas at the undergraduate 
level (Fletcher, et al., 2015).  
Aside from Clark’s (2004) dissertation which focused on a small region in the U.S., there 
are gaps in the CTE literature that fail to identify reasons for the decline in available CTE teacher 
preparation programs. Some studies speculate that educational reform and budget deficits have 
contributed to the decline (Asunda, 2011; Bruening, et al, 2001; Fletcher, et al, 2015; Litowitz, 
2013). Other research has noted that although funding is a key factor, additional variables may 
contribute to the decline in program availability (Scheirer, 2005). To that end, there has been 
little to no research that attempted to explore the perceived conditions essential for CTE teacher 
preparation program sustainability. 
Additionally, studies have revealed similar themes that align with the Preliminary 
Sustainability Domains. More importantly, the sustainability domains appear to be connected to 
the existing CTE teacher preparation studies. Table 6 shows a representation of how the CTE 
teacher preparation research studies align with the Preliminary Sustainability Domains and sub-
domains. The Preliminary Sustainability Domains are as listed in Figure 2. Table 6 shows the 
connection to the literature, which establishes a direct link to the research questions. However, 
these domains and sub-domains should be considered working categories that only served to 
guide the study.  
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Table 6 
Alignment of Preliminary Sustainability Sub-Domains and the Existing CTE Teacher 
Preparation Program Studies 
Preliminary Sustainability  
Sub-Domains 
Scholarly Support 
Administrative Advocate Asunda (2011), Bruening et al (2001), Clark (2004), 
Fletcher et al (2015), Lynch (1990), Pucel and Flister 
(1997), Volk (1993) 
Organizational Alignment Asunda (2011), Bruening et al (2001), Fletcher et al 
(2015), Litowitz (2013), Lynch (1990), Pucel and 
Flister (1997), Volk (1993) 
Positive Culture Asunda (2011), Bruening et al (2001), Clark (2004), 
Lynch (1990), Pucel and Flister (1997), 
Extrinsic Influences Asunda (2011), Bruening et al (2001), Fletcher et al 
(2015), Volk (1993) 
Program Flexibility Asunda (2011), Bruening et al (2001), Clark (2004), 
Fletcher et al (2015), Litowitz (2013), Volk (1993) 
Note. The Preliminary Sustainability Domains listed are the sub-domains that fall under the internal and external 
domains as noted in Figure 2.  
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Chapter Three: 
Methodology 
Overview 
The purpose of this qualitative study was to investigate the experiences and perceived 
conditions essential for program sustainability from past and present CTE teacher preparation 
educators and administrators. This study addressed two research questions: (a) How do past and 
present undergraduate CTE teacher preparation educators and administrators describe their 
program experience with regard to program sustainability?; and (b) What perceived conditions 
do past and present undergraduate CTE teacher preparation educators and administrators believe 
are essential for program sustainability?  
This chapter describes the study’s research methodology and is organized into the 
following areas: (a) Research Design; (b) Participants; (c) Data Collection; (d) Data Analysis; (e) 
Ethical Considerations; (f) Issues of Trustworthiness; and (g) Limitations and Delimitations. 
Lastly, there will be a brief concluding summary.  
Research Design 
Since there are a small number of Florida universities with active or recently phased-out 
CTE teacher preparation programs, a quantitative approach was not feasible; quantitative studies 
require a large aggregate of data for statistical tests. The qualitative approach not only worked 
best with the small aggregates of data, it was also best suited for a more detailed, meaningful 
discussion of the phenomena and direct observation. In this case, direct observation was 
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achieved in face-to-face interviews with the individuals associated in the CTE teacher 
preparation programs. Interviews have been considered a common way to collect data in the 
qualitative approach. More specifically, interviews allowed the researcher to focus on the natural 
language of the participants and extract meaning from their individual experiences (Berg & 
Lune, 2012; Gail, Gall, & Borg, 2007).  
This study was guided by grounded theory developed by Glaser and Strauss (1967), and 
later modified by Charmaz’s (2006) constructivist approach. As the focus of the research 
objectives relied on the rich data collected by the participants, the grounded theory approach 
assisted with analysis of the data that discovered themes. The process was repeated in future data 
collections in a continuous pattern until the final development of a framework was completed 
(Braun & Clarke, 2012; Glaser & Strauss, 1967; Mertens, 2015). A constant comparative 
analysis was used to verify the themes and merge them into categories for the framework 
(Charmaz, 2006). The constant comparative analysis included frequent review and interaction 
with the data, with the data and the literature, and between the data by asking questions. 
Questions such as who, what, where, when, how, how much, and why assisted in data analysis 
and synthesis.  
Participants 
To yield the most meaningful discussions that answer the research questions, a 
purposeful sampling method and snowball method was used. A purposeful and snowball 
sampling method is frequently used in qualitative studies guided by grounded theory (Gail, Gall, 
& Borg, 2007; Mertens, 2015). The purposeful sampling method identified potential participants 
with expert knowledge in CTE teacher preparation programs in Florida, specifically with 
knowledge in CTE teacher preparation bachelor’s degree programs at an accredited university or 
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college. The snowball method was used to increase the number of potential participants in the 
recruitment process. “Snowball sampling is used to help the researcher find out who has the 
information that is important to the study” (Mertens, 2015, p. 333).  
The participants for this study included past and present CTE teacher preparation 
program educators and administrators listed on the universities’ faculty and staff website roster. 
The universities include: (a) Bethune-Cookman University; (b) Florida Agricultural and 
Mechanical University; (c) University of Central Florida; (d) University of Florida; and (e) 
University of West Florida. The criteria for selection of the participants were as follows: 
• All participants are employed, or recently retired, in one of the five Florida 
universities with an active or recently phased-out CTE teacher preparation program.  
• All participants have or had direct involvement and knowledge of the active or 
recently phased-out CTE teacher preparation programs’ daily operations and/or 
curricula in the five Florida universities. 
There were 23 individuals identified from the universities’ website using the selection 
criteria. One of the participants contacted a colleague and informed the individual about the 
study. This individual was interested in the study and asked to be contacted by the researcher for 
more information. The individual qualified for the study as a past CTE teacher preparation 
administrator from one of the five universities, and was added to the participant selection list.  
Of the 24 individuals recruited for this qualitative study, 10 participants responded 
(n=10), which yielded a 42% participation rate. Four of the five universities were represented in 
the participant selection: (a) Bethune-Cookman University; (b) Florida Agricultural and 
Mechanical University; (c) University of Central Florida; and (d) University of Florida (see 
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Appendix A). The 10 participants varied in job duties, CTE experience, and educational degree 
attainment. One participant recently retired. The remaining nine participants were employed and 
engaged with the CTE teacher preparation programs. Although age was not recorded, the 
perceived age ranged from about 30 to 75 years old. The perceived ethnicity of the participant 
selection included one African-American, one Hispanic-American, and eight Caucasian-
Americans. There were two females and eight males. Table 7 lists the participants, with a 
fictitious name, job title, degree attainment, and length of CTE work experience in years. 
Fictitious names were assigned to protect the participants’ identities.  
 
Table 7 
Participant Selection Demographic Data with Fictitious Names 
Fictitious Name Job Title Degree Attainment  
Length of CTE Work 
Experience in Years 
D. Parker Dean of College Doctorate 3 
D. Miller Associate Professor Doctorate 8 
D. Harris Professor Doctorate 13 
D. Martin Adjunct Instructor Doctorate 11 
D. Clark Retired Professor Doctorate 43 
D. Lewis Program Coordinator Doctorate 14 
D. Young Adjunct Instructor Doctorate 8 
M. King Adjunct Instructor Masters 1.5 
D. Smith Program Chair Doctorate 16 
D. Jones Program Coordinator Doctorate 7 
Note. The participants’ first initial is designated with an ‘M’ which represents a master’s degree, or a ‘D’ which 
represents a doctorate degree.  
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Data Collection 
 According to Bloomberg and Volpe (2016), several types of information are needed to 
answer the qualitative research questions: (a) contextual; (b) perceptual; (c) theoretical; and (d) 
demographic. The contextual information collected was the culture, setting, and environment of 
the participants. The perceptual information collected was the perceived interview statements 
from the participants. The theoretical information collected was the research literature. The 
demographic information collected was the job titles, educational level, and years of CTE 
experience. Table 8 shows the research questions, the information needed to answer the 
questions with the Bloomberg and Volpe (2016) category listed in parenthesis as well as the 
method used to obtain the information.  
Table 8 
Data Collection by Research Question 
Research Questions Information Needed Method 
How do past and present 
undergraduate CTE 
teacher preparation 
educators and 
administrators describe 
their program experience 
with regard to program 
sustainability?  
 
 
Participants’ perceptions, attitudes, thoughts, and 
ideas about program sustainability (perceptual). The 
program and university history, mission, description, 
environment (contextual). Participants’ CTE 
experience, degree attainment (demographic). 
Researcher’s perceptions of the participants’ 
meaning and language (perceptual). Literature 
connecting the participants’ answers to the Grounded 
Theory framework (theoretical).  
  
Interviews, website 
review, memo-taking, 
peer review, member 
checking, literature 
review.  
What perceived conditions 
do past and present 
undergraduate CTE 
teacher preparation 
educators and 
administrators believe are 
essential for program 
sustainability? 
Participants’ perceptions attitudes, thoughts, and 
ideas about challenges and solutions as well as 
conditions for program sustainability (perceptual). 
Researcher’s perceptions of the participants’ 
meaning and language (perceptual). Document 
review of places, organizations, and institutions 
(contextual). Literature connecting the participants’ 
answers to the Grounded Theory framework 
(theoretical). 
Interviews, website 
review, memo-taking, 
member checking, peer 
review, literature review.  
Note. The corresponding category is identified in parenthesis after the information statement.  
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The universities’ history, mission statement, goals, and CTE teacher preparation program 
structure was obtained through their website to establish an environment and setting. The 
participants’ demographic data was collected at the time of the interviews from both the 
researcher’s observations and the participants’ statements. The observed demographic data was 
noted in the memo-taking journal, which is in to the information listed in Table 8. Review of the 
literature was ongoing throughout the data collection, analysis, synthesis, interpretation, and 
discussion of the study. This information helped to understand the culture and environment of 
the CTE teacher preparation programs and the associated individuals. The perceptual data was 
collected from the participant interviews and their perceived experiences in the CTE teacher 
preparation programs as well as from the researcher’s memo-taking journal. The pertinent 
research studies on CTE teacher preparation programs and research on grounded theory has been 
reviewed consistently throughout the research process.  
The semi-structured Interview Protocol (Appendix B) has been modified from Mancini 
and Marek’s (2004) quantitative Program Sustainability Index (PSI) instrument. As noted in 
Table 5, Mancini and Marek’s (2004) Elements of Sustainability correlated with the Preliminary 
Sustainability Domains. Mancini and Marek’s (2004) modified PSI instrument was used to align 
with a previously validated instrument. The Interview Protocol was sent to three higher 
education teacher education program educators and/or administrators for review and feedback. 
The feedback included changing some of the questions to “explain” or “describe”, which allowed 
for a more open-ended question. The modifications were made. Probing questions followed as 
per the interview guide (see Appendix C).  
There were four methods used in the data collection process as noted in Table 8: (a) semi-
structured interviews; (b) memo-taking; (c) member checking; and (d) peer debriefing. The 
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interviews were guided by the semi-structured Interview Protocol and the Interview Guide. The 
Interview Protocol guided the interview questions starting with broad open-ended questions and 
then followed up with probing questions. “More structure eases the researcher’s task of 
organizing and analyzing interview data” (Bowen, 2005, p. 212). The Interview Guide was used 
to help the interviewer stay on task and probe the participant for more information. The 
Interview Guide was a type of checklist for researchers new to the qualitative interview process 
(Mertens, 2015).  
“Memo writing is essential to grounded theory methodological practices and principles” 
(Bryant & Charmaz, 2007, p. 245). Memo writing, or memo-taking, assisted in clarifying the 
researcher’s preconceived ideas about this phenomenon, helped to record the researcher’s 
comments while analyzing the data, and provided a record of the research process. Member 
checking is a recommended strategy for qualitative studies (Mertens, 2015). This strategy was 
used to ensure that the interview notes were correct and the transcribed interview document was 
complete. 
Data Analysis 
Analysis of the collected data resulted in assigning labels to the data sections to reduce 
the amount of information gathered (Bowen, 2005; Gail, Gall, & Borg, 2007; Mertens, 2015). 
This helped to determine connections and patterns in the data. A two-step (initial and focused) 
coding strategy was used (Charmaz, 2006). The initial coding was analyzed line-by-line and 
themes were written in marginal notes. In the focused coding phase, the researcher selected the 
most frequent and significantly relevant themes that emerged from the data. The ‘Find’ function 
in the word processing document was used to identify the number of times words were used. 
This is called an in vivo strategy where the participants own words and phrases were used as 
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themes (Charmaz, 2006). These strategies were recommended to adhere to credibility standards 
in qualitative research (Mertens, 2015). 
While the researcher transcribed the interviews, statements of interest were highlighted. 
The researcher paused when it was felt necessary to review the literature of prior CTE teacher 
preparation programs as well as a document review of the Florida Department of Education 
teacher certification webpage. Throughout the process, notes were added to the memo-taking 
journal. The researcher reread the document line-by-line and highlighted additional words and 
phrases as well as made additional comments in the margin. The researcher went over it again 
once more to identify any thing that may have been missed and commented on those items. 
Once the individual transcriptions were completed, the transcripts were sent to the 
respective participants for member checking. While waiting for the participants to respond, the 
eight pertinent CTE teacher preparation research studies, the Preliminary Sustainability 
Domains, and Florida legislation on CTE teacher preparation programs was reviewed. Reflective 
notes were added to the memo-taking journal. When all the participants had enough time to 
review their transcripts and participant emails were answered, the second phase, or focused 
coding, began.  
For the focused coding phase, all the individual transcriptions were merged into one 
document. Tables were created to reduce and organize the data. The focused coding phase was 
completed for each research question: (a) How do past and present undergraduate CTE teacher 
preparation educators and administrators describe their program experience with regard to 
program sustainability?; and (b) What perceived conditions do past and present undergraduate 
CTE teacher preparation educators and administrators believe are essential for program 
sustainability?  
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The document was reviewed for identifying themes. The researcher pulled out thematic 
phrases, words, or sentences that answered the question and placed them into a table. Using the 
in vivo strategy, the researcher went through the document again to identify words that were 
similar or repeated to create the category titles that best matched the thematic phrases, words, 
and sentences in the second version of the table. For the third table version, the researcher 
merged and deleted the categories until succinct and concise themes remained.  
To conduct a constant comparison of the data, another table was created. This table was 
created for participant-to-participant comparison to ensure the theme meanings were consistent 
with each other. Participant numbers were placed in the first column heading and the categories 
from the first table were placed in the row header. Sentences were copied into the table that 
aligned with the categories. Concurrently, the researcher went back to the first table to make sure 
the meaning of the category matched the quotes of the participants. Once all the relevant quotes 
were copied into the second table, a review of the category columns was completed. This 
revealed a satisfactory comparison of theme meanings per participant and category.  
Ethical Considerations 
This research study is considered minimal risk according to USF’s IRB guidelines and 
falls under the USF IRB expedited review category 7, which is research of individuals conducted 
through interviews. Ethical consideration for the privacy and safety of the participants in this 
study were followed. The private information and identification are safeguarded in the 
researcher’ password-protected personal computer. Approximately six months after 
dissemination of the study, all the related study documents will be kept on a flash drive that will 
be stored in a locked drawer along with the microcassette recordings of each face-to-face 
interview. No one, other than the researcher of this study, has access to the data.  
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Permission to conduct the research was obtained in writing from the University of South 
Florida’s Institutional Review Board (IRB) (Appendix G). With IRB approval, the researcher 
sent out the recruitment letter (Appendix F) via the researcher’s USF email account to the 24 
potential participants’ emails obtained from the universities’ websites. The email recruitment 
letter explained the purpose of the study and asked if they would like to voluntarily participate in 
a face-to-face interview. Participants who wished to partake in the study replied to the 
recruitment email. Two individuals replied to the recruitment email stating interest in the study, 
but they lived outside of Florida. After speaking with USF IRB staff, a decision was made to 
amend the Informed Consent and other IRB documents to include a virtual interview option for 
long-distance participants (Appendix H).  
Once the amended IRB application was approved, the participant selection were sent an 
email with the amended Informed Consent and instructions to choose available times and dates 
for the interview meeting. Participants were also asked if they preferred face-to-face or virtual 
interviews. Interview appointment times and dates were scheduled with the 10 participants. 
There were four participants interviewed face-to-face in their respective offices located at the 
university. The remaining six participants were interviewed in the virtual meeting option. The 
virtual meeting was set up using Skype for Business. A web link was emailed to the participant 
to join in the meeting session.  
At the beginning of each interview, the researcher introduced herself, discussed the study, 
and reviewed the Informed Consent that described procedures, risks, and benefits for the 
participants of the study. The participants were reminded that it is a voluntary study, and they 
were not required to answer any of the questions. The participants were also informed they could 
end the interview at any time. The participants were informed that their personal identifying 
  
57 
information is kept confidential according to the IRB policies. Fictitious names were given to the 
participants for anonymity and confidentiality.  
The researcher requested that the participants sign the Informed Consent before the 
interview began. The Informed Consent was either physically signed in front of the researcher 
who was then handed a copy for face-to-face interviews, or the Informed Consent was previously 
signed, scanned, and emailed to the researcher. The face-to-face interviews were recorded using 
a microcassette recorder, and the digital interviews were recording using the virtual meeting 
recording feature. Memo-taking was conducted before and after each data collection/review 
processes to record thoughts and ideas throughout the research process in a Microsoft Office 
Word document.  
At the conclusion of the interview, the researcher summarized the interview findings with 
the participant and asked if there were any questions. Each participant received a $15 Amazon 
gift card as a professional courtesy for their time and consideration. The gift card was either 
mailed to the participants to an address of their choice or physically handed to the participant at 
the conclusion of the interview.  
The interview recordings were transcribed by the researcher using a transcription 
machine and transcribing software. Transcription of the interviews were typed word-for-word in 
a word processing document. Each interview transcription was identified with the date, time, 
type of interview session, and the assigned participant number. The 10 participants’ interview 
sessions were between 35 minutes and two hours in length. The difference in interview length 
was due to the participant’s answers to the questions. The researcher allowed the participant to 
speak freely with as little interruption as possible. In total, the 10 interview recordings were 
approximately 12 hours in length. The time it took to transcribe the audio recordings, write notes 
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in the margin, and highlight phrases and words in the initial coding phase was approximately 60 
hours. The interview transcriptions were placed in one document. All 10 interview transcriptions 
yielded 143 single-spaced pages, which included 89,844 words. The participant documents were 
then saved individually and uploaded to a Google Docs account. The Google Docs link was 
emailed to each of the participants for further comments, suggestions, and/or questions. A couple 
of participants were asked additional questions or provided additional information, and the 
answers were added to the data. 
Peer debriefing was used to ensure any additional themes or sub-themes were not 
overlooked (Mertens, 2015). All identifying information was taken out of the transcription. After 
the first and second phase of coding was complete, the researcher sent the coded transcripts to 
the faculty advisor for peer debriefing along with the coding tables and a participant-to-
participant table that helped to align the meaning in the themes. The faculty advisor was in 
agreement with the proposed themes.  
Issues of Trustworthiness 
To achieve a high level of quality in qualitative research, issues of trustworthiness have 
been addressed before, during, and after the study. Lincoln and Guba (2000) developed a 
constructivist inquiry paradigm for program evaluation that aligned the validity, reliability, and 
objectivity of quantitative studies to qualitative studies using credibility, dependability, 
confirmability, and transferability. More specifically, credibility aligns with internal validity, 
dependability aligns with reliability, confirmability aligns with objectivity, and transferability 
aligns with external validity (Bloomberg & Volpe, 2016; Mertens, 2015).  
Credibility. To apply credibility to this study, the researcher’s assumptions have been 
listed before the research begins. Different research methods have been followed to ensure 
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credibility with memo-taking, member checking, and peer debriefing in this study. The 
researcher has verified the data from multiple sources with cross checking, comparison, and 
review of various sources of data during analysis (Bloomberg & Volpe, 2016).  
Dependability. This criterion for trustworthiness ensures that the research study can be 
replicated by others. For dependability, the researcher has created and maintained an audit trail 
that includes a notebook for memo-taking before, during, and after the research with rationale for 
decisions as well as a record of all memo-taking regarding the data analysis and interpretation 
process (Bloomberg & Volpe, 2016). The dependability audit will be publicly available for 
review, which is helpful to show changes in the inquiry process and the rationale and reasoning 
behind the change (Mertens, 2015).  
Confirmability. This criterion is most like the objectivity of a quantitative study. This 
ensures that the data and the interpretation of that data have been reasonably connected. A 
confirmability audit has been created along with the dependability audit to adhere to the 
trustworthiness of this study. This audit has field notes, transcripts, and email correspondences, 
etc. to be reviewed for confirmability of the data (Guba & Lincoln, 1989; Mertens, 2015).  
Transferability. This criterion is the ability to transfer the phenomena and context to 
another type of phenomena and context (Bloomberg & Volpe, 2016). For instance, this study 
modified Mancini and Marek’s (2004) Program Sustainability Index (a survey questionnaire) to 
develop the Interview Protocol (the semi-structured, open-ended list of questions). To adhere to 
transferability, detailed descriptive language will be used in the analysis, interpretation, and 
reporting sections of the study. The detailed descriptive language included sensory adjectives to 
help create a visual representation of the data.  
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Reflectivity statement. It is important to note that the researcher has been an online 
adjunct instructor for the CTE teacher preparation program at the University of Central Florida 
since 2012. UCF is one of the CTE teacher preparation programs listed in Appendix A. Attempts 
have been made to allow the participant an unbiased and fair interview by adhering to the 
Interview Guide (Appendix C), which helped the researcher to refrain from leading the 
interview. Memo-taking was conducted before and after the interview with special attention to 
comments made by the interviewer.  
Limitations and Delimitations 
This study included limitations and delimitations that set boundaries but also offer 
opportunities for further study. The limitations included geographic, participant selection, 
interview data, and researcher bias. The study focused on Florida’s CTE teacher preparation 
programs due to convenience and financial limitations of the researcher. However, extension to 
other states can be considered for further study. Next, the participant selection identified current 
and recently phased-out CTE teacher preparation program educators and administrators from 
only four programs in Florida, which produced a small sample. This was an unfortunate 
circumstance; however, it was the reason for the phenomenon to be studied. To extend the study, 
a participant selection criteria of educators and administrators from all the phased-out CTE 
teacher preparation programs in Florida since Lynch’s (1990) study could be a consideration for 
a future research study. Finally, interview data can be considered subjective as the participant is 
asked to recall past experiences. “…interviews are just that—retrospective accounts subject to 
reconstruction in view of present exigencies and purposes” (Charmaz, 2006, p. 142). Finally, 
researcher bias has been identified and reflected upon throughout the study. To address these 
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limitations, detailed and descriptive memo-taking with constant reflection, peer debriefing, and 
member checking has been completed before, during, and after the study.  
Delimitations of this study included the aims and objectives of this study, research 
questions, methods of investigation, location of study, and alternative theoretical frameworks not 
chosen for this study. The aims and objectives of this study were chosen to put a positive light on 
the decline of CTE teacher preparation programs in Florida. There are many articles and studies 
on the decline of these programs, but none to show the positive side, or the sustainability of 
available CTE teacher preparation programs. The research questions were designed to focus on 
collecting enough data to develop a framework of sustainable domains through grounded theory. 
The Interview Protocol was designed to align with sustainability frameworks that answered the 
research questions in an open, semi-structured process. The chosen method of investigation 
through interviews, thematic analysis, memo-taking, member checking, and peer debriefing all 
sought to support a wide range of data for critical analysis.  
The location of this study is both a limitation and a delimitation. Florida was chosen 
because of its convenience as well as cost and time constraints. However, the researcher has 
knowledge of the CTE teacher preparation programs in Florida, their history, and the legislation 
that supports them. Finally, alternative theoretical frameworks were reviewed, such as 
constructivism and critical realism. After reviewing these theories as well as others, grounded 
theory seemed to best fit the objectives and outcome of this study. Since there are no CTE 
teacher preparation sustainability studies to date, the development of a foundational theoretical 
framework may benefit future studies.  
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Conclusion 
This chapter provided a detailed description of the methodology used in this study. A 
qualitative grounded theory methodology with constant comparative analysis was conducted to 
investigate program experiences with regard to sustainability of past and present CTE teacher 
preparation educators and administrators as well as the perceived conditions essential for 
program sustainability. The participant selection included individuals from four universities 
offering current or recently phased-out CTE teacher preparation bachelor’s degree programs in 
Florida. Data collection methods included semi-structured interviews and an interview guide, 
memo-taking, member checking, and peer debriefing. Plans were followed for issues of 
trustworthiness. A two-phase coding strategy for thematic analysis of the data was conducted to 
identify thematic categories. The desired outcome of this study was to develop a CTE teacher 
preparation framework that was grounded in the data. This theoretical framework may serve as a 
practical tool for CTE teacher preparation administrators, lawmakers, associations, and others 
interested in CTE teacher preparation to help sustain programs that ultimately increase student 
outcomes through effective CTE teachers.  
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Chapter Four: 
Research Findings 
 
Introduction 
The purpose of this study was to: (a) explore reasons for CTE teacher preparation 
program sustainability; and (b) to identify what else needs to be done to sustain these programs 
through the perceptions of past and present CTE teacher preparation program educators and 
administrators. To answer these questions, 10 semi-structured interviews were conducted with 
past and present CTE teacher preparation educators and administrators from four of the five 
universities. These five accredited universities are the only institutions to have current or recently 
phased-out CTE teacher preparation bachelor’s degree programs in Florida at this time. Data 
analysis resulted in emerging thematic categories based on the participants’ perceptions and 
experiences in the CTE teacher preparation programs.  
This chapter will begin with description and factual data on each of the universities as 
well as the CTE teacher preparation programs to better understand the participants’ context and 
environment. This information is drawn from universities’ websites. (Bloomberg & Volpe, 
2016). Information will include history, organizational structure, mission, and an overview of 
their CTE teacher preparation program. Then, each research question will be discussed 
separately with key findings that emerged from the data. Following this, a grounded theory 
model is presented with a constructivist approach. This approach “places priority on the 
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phenomena of study and sees both data and analysis as created from shared experiences and 
relationships with the participants and other sources” (Charmaz, 2006, p. 130).  
The Five Universities 
Bethune-Cookman University. Established in 1904 by Mary McLeod Bethune, the 
Daytona Literary and Industrial Training School was focused on educating young Negro girls in 
literacy and career training in the Daytona Beach, Florida area. In 1919, the school’s name 
changed to Daytona Normal and Industrial Institute. In 1925, the school became co-ed, males 
and females, and merged with the Cookman Institute. In 1931, the name was changed to 
Bethune-Cookman College and became accredited by the Association of Colleges and Secondary 
Schools of the Southern States. With its first graduate degree in 2007, the name changed to 
Bethune-Cookman University (Bethune-Cookman University, 2017).  
Facts and figures. Bethune-Cookman University is a private, nonprofit, co-ed university 
affiliated with the United Methodist Church located at 640 Dr. Mary McLeon Bethune 
Boulevard, Daytona Beach, FL (Bethune-Cookman University, 2017). It is designated by the 
U.S. Department of Education as a Historically Black Colleges and Universities (HBCUs) 
institution of higher learning. HBCUs are any nationally accredited college or university 
established prior to 1964 whose primary mission is to educate black Americans (U.S. 
Department of Education, n.d.).  
According to U.S. News and World Report, total undergraduate enrollment in 2017 is 
3,831 with a rolling application deadline, set on 82 urban acres. Bethune-Cookman University 
ranked #24 in the Historically Black Colleges and Universities category (U.S. News & World 
Report, 2017). For the 2016-17 school year, one semester tuition, between 12 and 18 credit 
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hours, was $6,720.00 and room/board for one semester was $4,355.00 (Bethune-Cookman 
University, 2017). 
Mission statement and goals. Bethune-Cookman University’s Mission Statement, 
revised in October 2013, states “The mission of Bethune-Cookman University is to develop 
global leaders committed to service, life-long learning and diversity by providing a faith-based 
environment of academic excellence and transformative experiences” (Bethune-Cookman 
University, 2017). The mission statement of this university, as stated on its website, is guided by 
a set of five core values: (a) Faith; (b) Integrity; (c) Respect; (d) Service; and (e) THirst for 
knowledge. These core values spell out F.A.I.TH. 
Business Education 6-12 Bachelor of Science degree. The Business Education program 
offered at Bethune-Cookman University certifies students to teach Business Education in grades 
6 through 12 in Florida’s public school system. The Bachelor of Science (B.S.) degree program 
is state-approved by the Florida Department of Education, which entitles students to receive a 
Florida Professional Educator’s Certificate in Business Education (Grades 6-12) upon graduation 
(Florida Department of Education, 2017).  
The program was first certified by the Florida Department of Education in 1963. “It 
started in 1963, so it’s one of our older education programs” (D. Parker, personal 
communication, February 3, 2017). It is located in the College of Education with bachelor’s 
degree offerings in English, Music, Social Science, Biology, Business, Elementary, and Physical 
Education. It is accredited by The National Council for Accreditation of Teacher 
Education/Council for the Accreditation of Teacher Education Programs (NCATE/CAEP). “We 
have three major educational areas: (a) Elementary; (b) Exceptional Student and ESOL 
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Education; and (c) Secondary and Physical Education” (D. Parker, personal communication, 
February 3, 2017).  
The Department of Secondary and Physical Education houses two sub-departments. 
There are four bachelor’s degree programs under the Secondary Education Department for 
teacher certification of grades 6 through 12. Two of these programs provide a Bachelor of Arts 
(B.A.) degree in English Education and Social Science Education. The other two programs are 
Bachelor of Science (B.S.) degrees in Biology Education and Business Education. Students 
enrolled in the Business Education 6-12 B.S. degree program start in their freshman year. The 
Business Education 6-12 program requires a total of 124 credit hours with two practicum 
courses, one in the first junior year semester and the second in the first part of the senior year. 
The last semester of senior year, the students are enrolled in twelve semester hours for a student-
teaching assignment (Bethune-Cookman University, 2017).  
There is a Secondary Education Department Chair who manages six programs. Each 
program has an assigned liaison. “She has six Liaisons, one for every program that she meets 
with regularly for informational updates, certification updates, and data collection from an 
assessment standpoint for the different programs” (D. Parker, personal communication, February 
3, 2017). The liaison has a background in business education and teaches the business education 
courses, along with other courses in the College of Business. At this time, there are five students 
in the Business Education program. “However, the graduates that finish from that program are in 
very high demand” (D. Parker, personal communication, February 3, 2017). According to this 
participant, they have a 100% job placement. Consequently, because of the low number of 
graduates, the Florida Department of Education recently suggested they close the Business 
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Education program. At the time of the interview, Bethune-Cookman University did not have any 
immediate plans to phase-out the program.  
Florida Agricultural & Mechanical University. Established in 1887 as the State 
Normal College for Colored Students, the school serviced fifteen students with two instructors. 
In 1891, the college changed its name to the State Normal and Industrial College for Colored 
Students and was relocated to its present location in Tallahassee, Florida. In 1909, the name was 
changed to Florida Agricultural and Mechanical College for Negroes (FAMC). The college 
continued to grow to 396 acres of land in 1944. In 1953, the college achieved university status 
and changed its name to Florida Agricultural and Mechanical University (FAMU).  
Facts and figures. Florida Agricultural and Mechanical University (FAMU) is a land-
grant, co-ed (males and females), public university located at 1601 S. Martin Luther King Jr. 
Boulevard, Tallahassee, FL (Florida Agricultural and Mechanical University (FAMU), 2017). It 
is designated by the U.S. Department of Education as a Historically Black Colleges and 
Universities (HBCUs) institution of higher learning. It is the only HBCU in the Florida State 
Public University System.  
According to U.S. News and World Report, total enrollment in 2017 is 9,928 with an 
application deadline of May 15. FAMU ranked #2 in the Historically Black Colleges and 
Universities category (U.S. News & World Report, 2017). For the 2016-17 school year, in-state 
tuition and fees based on fifteen credit hours in the fall and spring semesters is $21,329 for 
undergraduate students, which includes on campus room and board. (Florida Agricultural and 
Mechanical University (FAMU), 2017). 
Mission statement and goals. “Florida Agricultural and Mechanical University (FAMU) 
is an 1890 land-grant institution dedicated to the advancement of knowledge, resolution of 
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complex issues and the empowerment of citizens and communities” (FAMU, 2017). On the 
FAMU website, the list of values that guide the mission statement includes scholarship, 
excellence, openness, fiscal responsibility, accountability, collaboration, diversity, service, 
fairness, courage, integrity, respect, collegiality, freedom, ethics, and shared governance.  
Technology Education 6-12 Bachelor of Science degree. This CTE teacher preparation 
program is currently phased-out since 2015. However, FAMU may be in the process of re-
offering this program with support from the new administration. If approved for re-instatement, 
this program will certify students to teach Technology Education in the Florida public school 
system for Grade 6 through Grade 12. The program continues to have a Florida state-approval 
status until 2021. “I’m in the process of getting the paperwork back” (D. Miller, personal 
communication, February 2, 2017). There is a lengthy process of different department approvals 
within the university. The curriculum will remain the same. Students in this program are 
accepted with an A.A. degree from an accredited college and a grade point average of 2.5. The 
students in this program will take courses in a traditional face-to-face classroom and lab setting 
on campus.  
The program began in the 1940s. It is housed within the College of Education. Within the 
College of Education is the Department of Secondary Education, Technology Education & 
Foundations. FAMU has eight secondary education bachelor degree programs with subject areas 
in biology, chemistry, English, math, music, physics, social science, and technology education. 
Technology Education is listed on the website, but states that the program is terminated.  
University of Florida. The University of Florida (UF) was founded in 1858 by James 
Henry Roper, a state senator from Alachua County. It is set in the suburbs of Gainesville, 
Florida. In 1866, the East Florida Seminary School merged with UF. In 1909, all the university’s 
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colleges were merged into one. In 1947, UF officially began accepting woman and became co-ed 
(males and females). According to UF’s website, women took classes only if the classes were not 
offered at the Florida State College for Women (FSU). Of note, the UF scientists developed 
Gator-Aid, a popular commercial athlete drink, for their football team to help them stay hydrated 
(University of Florida (UF), 2017).  
Facts and figures. UF is a public, land grant university located at 100 Farrior Hall at 
Fletcher Drive, Gainesville, FL. According to U.S. News and World Report, the total 
undergraduate enrollment is 35,043 as of 2017. It uses a semester academic calendar. The 
campus size is approximately 2,000 acres. UF’s 2017 ranking is #50 in the National Universities 
category (U.S. News & World Report, 2017). For the 2016-17 academic year, undergraduate 
tuition costs are $6,380 (University of Florida, 2017).  
Mission statement and goals. The CTE teacher preparation program is housed in the 
College of Agricultural and Life Sciences (CALS), which is different from the other CTE teacher 
preparation programs housed in the College of Education. The CALS has its own mission 
statement and goals. On the CALS website, the mission statement is “to deliver unsurpassed 
educational programs that prepare students to address the world’s critical challenges related to 
agriculture, food system, human wellbeing, national resources, and sustainable communities” 
(University of Florida, 2017). The core values that guide the mission statement include integrity, 
diversity, collaboration, and service (University of Florida, 2017).  
Agricultural Education 6-12 Bachelor of Science degree. The Agricultural Education 
program offered at the University of Florida certifies students to teach Agricultural Education in 
Grade 6 through Grade 12 in Florida’s public school system. The Bachelor of Science (B.S.) 
degree program is state-approved by the Florida Department of Education, which entitles 
  
70 
students to receive a Florida Professional Educator’s Certificate upon graduation (Florida 
Department of Education, 2017).  
The Agricultural Education B.S. degree program has been offered by UF for a very long 
time. The program was originally housed in the College of Education. “… there is a diploma on 
sheep’s skin…I think has a date from 1922 on it” (D. Smith, personal communication, January 
27, 2017). The participant stated there was an effort to find the exact date of the program’s 
inception, but they have not found “any hard facts”. The Agricultural Education program moved 
to the College of Agriculture and Life Sciences in 1975. The Agricultural Education program is 
offered at two campuses: (a) Gainesville; and (b) Plant City. The Gainesville campus program 
serves traditional full-time students, and the Plant City campus program serves non-traditional 
part-time students. The non-traditional students usually work a full-time job, according to Dr. 
Smith. The students enter the program with an Associate of Arts (A.A.) degree, however, they 
will accept freshman students into the program at Gainesville.  
The Agricultural Education and Communication Information Department within the 
College of Agriculture and Life Sciences has two programs: (a) Agricultural Education; and (b) 
Communication and Leadership Development. The Department Chair oversees both programs. 
The Agricultural Education program is staffed with four full-time, tenure-track faculty members 
in Gainesville and one full-time non-tenure track lecturer educator in Plant City. “All four of the 
tenure-track faculty members have a minimum of three years of secondary school teaching 
experience as well as PhDs” (D. Smith, personal communication, January 27, 2017). Currently, 
there are approximately 20 to 25 students enrolled in the program. The faculty have other duties 
besides teaching in the undergraduate Agricultural Education program. “… as a faculty member, 
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they are expected to have duties in all three enterprises as a land-grant; (a) teaching; (b) research; 
and (c) extension” (D. Smith, personal communication, January 27, 2017). 
University of Central Florida. Governor Farris Bryant signed a bill to officially create a 
new state university on June 10, 1963. In 1966, the university began as Florida Technological 
University (FTU). In October of 1968, classes began with 1,948 students with 90 instructors and 
150 staff members. On December 6, 1978, FTU changes its name to the University of Central 
Florida (UCF) (University of Central Florida, 2017). The College of Education was one of the 
original five colleges planned for FTU. Now named The College of Education and Human 
Performance (CEDHP), it has been accredited through the National Council for Accreditation of 
Teacher Education (NCATE) since 1984 (University of Central Florida, 2017). 
Facts and figures. UCF is public, co-ed university with a semester, academic calendar. It 
is located at 4000 Central Florida Boulevard, Orlando, Florida. The main campus is 13 miles east 
of downtown Orlando, Florida and sits on 1,415 acres. It is one of the largest universities in the 
United States with more than 64,000 students in total. In the fall of 2016, the minority student 
population was 44.6% of the total population. UCF confers approximately 15,000 degrees a year. 
The College of Education and Human Performance, as of spring 2016, has 3,913 undergraduate 
students. (University of Central Florida, 2017). 
According to the U.S. News and World Report, UCF ranked #93 in Top Public Schools 
for the university, and the College of Education and Human Performance ranked within the top 
100 (U.S. News & World Report, 2017). According to UCF’s website, it ranked as a Best-Value 
University by The Princeton Review. The undergraduate tuition and fees in the 2016-17 school 
year were listed as $212.28 per credit hour.  
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Mission statement and goals. There is no link to a mission statement or set of goals for 
the University of Central Florida or College of Education and Human Performance that can be 
easily identified on the UCF website. There is a UCF Creed located on the website that states, 
“Integrity, scholarship, community, creativity, and excellence are the core values that guide our 
conduct, performance, and decisions” (University of Central Florida, 2017). The UCF Career and 
Technical Education website states, “The Programs place emphasis on the intellectual growth of 
each student using research based effective teaching techniques, scholarly learning, laboratory-
field experience, and leadership development” (University of Central Florida, 2017).  
Technical Education and Industry Training Bachelor of Science degree. The Technical 
Education and Industry Training degree program is under the Career and Technical Education 
Programs, which is within another program, Higher Education and Policy Studies (HEPS). The 
HEPS Program is located in the Department of Child, Family and Community Sciences in the 
College of Education and Human Performance. When discussing the HEPS designation, “We are 
in the process of revising that name so it includes adult and workforce or career education… so 
this way it encompasses everyone” (D. Lewis, personal communication, February 1, 2017). The 
Career and Technical Education programs were under a different program within the College of 
Education and Human Performance. The titles of the programs and departments have changed a 
few times. “Well, I like the group that we are with now…we are really a conglomerate of a lot of 
groups” (D. Lewis, personal communication, February 1, 2017).  
The Technical Education and Industry Training program at UCF began in 1971 as the 
first distance education program. The courses had different formats in the early years with phone 
calls to students as well as faculty visiting the students wherever they were around the state. “… 
they started out calling it distance learning. You go a distance and I go a distance. That’s how 
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they started. They started with all kinds of stuff, like telephone teaching” (D. Martin, personal 
communication, January 31, 2017).  
Students enter the program with an Associate of Arts (A.A.) degree. Many students have 
years of experience in a career or subject area. The student’s career experience can vary from 
dental hygienist to mechanic to IT network specialist to corporate trainer. In the spring 2017 
semester, there were 60 students enrolled in the Technical Education and Industry Training B.S. 
degree program. The courses have had 15 to 35 students in attendance. The students are mostly 
non-traditional, working adults. There have been a small number of traditional students as well 
as out-of-state students. There is one full-time program coordinator/associate lecturer who 
manages the program, advises the students, oversees the graduate and undergraduate internship 
courses, and teaches graduate and undergraduate courses. There are five adjunct instructors with 
CTE teacher preparation education and experience who teach the remaining courses every 
semester.  
The bachelor’s degree has 120 credits to include 48 upper division credits. Students in 
this CTE teacher preparation program do not receive a Florida Professional Educator’s 
Certificate. The core courses in the program are state-approved education method courses1. Once 
students graduate with the Technical Education and Industry Training bachelor’s degree, they 
can apply for a temporary teaching certificate.  
University of West Florida. The participant selection from this university chose not to 
volunteer for this study. There is a Career and Technical Education Bachelor of Science degree, 
                                                 
1 Florida Statute 2013 Title XLVIII, Chapter 1012, Section 39(b): “… completion of professional education 
training in teaching methods, course construction, lesson planning and evaluation, and teaching special needs 
students” (The Florida Senate, 2016). 
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which is not a state-approved certification program. The program does appear similar to that of 
the University of Central Florida’s CTE teacher preparation program (University of West 
Florida, 2017).  
Key Findings 
The key findings were discovered in the data analysis stage. Themes emerged from the 
interview transcripts. The participants discussed their experiences, feelings and perceptions 
regarding the program, the sustainability of the program, what to do to sustain the program, and 
perceived conditions essential for program sustainability. Meanings were theoretically 
constructed from the data with constant comparison between the participants, the researcher’s 
notes, and the literature (Charmaz, 2006). The key findings are organized by research question as 
follows.  
Program experience with regard to program sustainability. Four main categories 
emerged from the data that answered the research question: “How do past and present 
undergraduate CTE teacher preparation program educators and administrators describe their 
program experience with regard to program sustainability?” The main categories that answered 
the research question include: (a) Statewide Exposure; (b) Intracampus Alliance; (c) Innovative 
Changes; and (d) Program Ownership. Table 9 shows the final results in the constant comparison 
data analysis stage. The table lists the participants’ experiences with regard to program 
sustainability in their own words. Similar combined phrases and sentences were organized 
together, and then categories were created to explain the themes.  
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Table 9 
Program Experience with regard to Program Sustainability Data Categories 
Categories  Coded Data and/or Descriptors 
Statewide Exposure Active recruitment campaigns. Promote program. Public relations. Volunteering in 
community, provided collaboration events with STEM and CTE educators, always 
recruiting, “everyone has recruiter hat on”. Highly visible community service 
opportunities (newspaper, media exposure). Program promotion equals recruitment. Be 
your own advocate. Get “on the map.” Be a part of other advisory boards. Regularly go 
out into community (local and statewide): associations, organizations, businesses, tech 
centers, schools, county CTE directors, other CTE teacher preparation programs, 
guidance counselors, principals. “Go out there and beat the pavement” “Keep this 
program alive”. Advertise, community outreach, statewide, go out there, reach out.  
 
Intracampus Alliance 
 
Department communication, work with other departments, offer workshops on pedagogy 
to other faculty, collaborate with academic teachers, support each other. Make program 
attractive to administrators = cross boundaries and colleges “I’m trying to get out of the 
silos.” Show value to other departments, colleges, colleagues, and administrators. Prove 
worth. Strong support from administrators. Administrators care about program. Work 
with other departments. Partner with other colleges. Assist other faculty on campus. Go 
across campus.  
 
Innovative Changes 
 
Make adjustments to stay open; constantly update courses and technology to stay 
relevant and current. Customize student experience in the program. CTE Student 
Customer Service. Online teaching web internships for digital teaching opportunity. 
Change cohort status to double up on juniors and seniors for class size. Add additional 
courses to keep up with industry (marketing, finance, and mass communication). 
Teaches how to manage CTE programs. Teachers as entrepreneurs in running their 
classrooms, especially in CTE. Redesigned FEAP to CTE-FEAP. Taking online CTE 
teacher preparation program nationwide. Offer additional courses in corporate training. 
Considering starting Bus Ed in Dual Enrollment program.  
 
Program Ownership “You have to have a passion for what you are doing. Ownership.” Respect for program 
teachers, work together, know each other. CTE teacher preparation teachers love what 
they do, passion and compassion for program and students. Students know each other, 
opportunities to connect. Know your students. Create welcoming community. Show 
students you care about them, respect them. Treat them as equals. Teachers take 
ownership of courses and program. Students first, respect, mentorships. Always focus on 
the students. Stay current in field (pedagogy) helps students succeed (with professional 
development, conferences, research, etc.). encourage and motivate students.  
 
Note. This focused coding process explores relationships of the categories, making connections, and merging them 
as necessary. There are three versions of Table 1. This is the final version. First Revision List: Deleted “Program is 
Total Package” category. Merged “Shows Value” category with “University Partnerships”. Merged “Strong 
Support” category into “University Partnerships”. Merged “External Partnerships” with “Active Recruitment”. 
Merged “Sense of family/community” with “CTE Student Customer Service”. Second Revision List: Deleted 
“Program is Total Package” category. Merged “Shows Value” category with “University Partnerships”. Merged 
“Strong Support” category into “University Partnerships”. Merged “External Partnerships” with “Active 
Recruitment”. Merged “Sense of family/community” with “CTE Student Customer Service”. 
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The table was revised two additional times during the analysis phase to merge and reduce the 
data. When reviewed as a whole, Table 9 represents the most concise and meaningful 
representation of the data. Some of the coded data/descriptors are quotes taken from the 
participants, and some were words or phrases mentioned numerous times by the participants. 
Other words or phrases were taken from the researcher’s marginal notes and memo-taking 
journal.   
For the category development titles, words and phrases revealed themselves to standout 
when reviewing the data. Table 10 shows the “in vivo” codes that were identified by using the 
Find function in the data Word document. This function not only finds the word or phrase in the 
document, but lists the number of times the word or phrase is mentioned in the document. The 
researcher went through each instance to ensure the meaning of the phrases were similar. Some 
of the words in Table 10 are not listed as many times as the others. However, the words’ 
meanings best represent many similar words and phrases that were either vague or misleading. 
For example, the category word ‘Innovative’ was listed as either innovative or innovation and 
only five times. In this case, ‘Innovative’ represents the clever strategies most of the participants 
used to keep their CTE teacher preparation programs active. Innovative Changes means ‘to bring 
about change in a unique way through a creative and logical manner’.  
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Table 10 
Program Experience Words and Phrases (In vivo codes) 
Repeated Words/Phrases Number of Repetition 
Student  197 
Change  134 
Support 124 
Community 110 
Recruit 67 
Value 39 
Relationships 34 
Work with others 35 
Outreach 20 
Cares 18 
Respect 16 
Succeed 9 
Pride/Proud 8 
Partnerships 8 
Statewide 6 
Innovative/innovation 5 
Ownership 5 
Exposure 2 
Note. This strategy is commonly used in Grounded Theory to ensure the  
categories have emerged from the data (Charmaz, 2006). 
 
The remaining categories are self-explanatory in their meaning. Following is a discussion of each 
of the four categories in detail, which are: (a) Statewide Exposure; (b) Intracampus Alliance; (c) 
Innovative Changes; and (d) Program Ownership.  
Statewide exposure. In reviewing the data, the word “community” was mentioned 110 
times. Community can have very different meanings to people. Community can be small or 
large, internal or external. At times, participants did use the word to mean their program, college, 
or university. Most often, community meant CTE teacher preparation program stakeholders 
throughout the state. The stakeholders included school districts, associations, state colleges, 
technical centers, advisory boards, external committees, conferences, competitions. This also 
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included individuals, such as CTE directors, high school and middle school teachers, principals, 
guidance counselors, potential students, and parents.  
Statewide was mentioned six times. Since it did represent the location of the many 
different stakeholders, it was felt a good fit with this category. Exposure was only mentioned 
twice. However, this word best represented the participants meaning when discussing a very 
important strategy for CTE teacher preparation program sustainability, which is recruitment. 
When the participants discussed recruit, recruiting, or recruitment, it was not meant to be a 
student recruitment event. Rather, a strategy that exposed the program to the CTE stakeholders 
for program promotion. Whenever the participants went out into the community, they were 
recruiting for their program. “Everyone always has their recruitment hat on” (D. Harris, personal 
communication, January 27, 2017).  
Clark’s (2004) study on sustainable career and technical education teacher education 
programs in West Michigan used a correlational statistical test that revealed a significant 
relationship between multiple recruitment techniques and student enrollment. “There was a 
strong relationship between the number of marketing techniques used and the enrollment of 
students” (Clark, 2004, p. 68). “She went out there and did the recruiting that needed to be done. 
This program would be dead by now” (D. Martin, personal communication, January 31, 2017). 
Active recruitment campaigns with multiple recruitment techniques does not mean once or twice 
a year. This may include monthly, ongoing, continuous recruitment. “We have to go out and get 
students. You have to have a philosophy of recruitment. Recruitment is a 12-month program that 
you have to do” (D. Clark, personal communication, February 1, 2017).  
The two universities, (University of Central Florida and University of Florida) with the 
highest number of current students enrolled, have very active, statewide recruitment campaigns 
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with their community partners. “We are a statewide program. So, we recruit students statewide. 
We send student-teachers statewide” (D. Harris, personal communication, January 27, 2017). 
Recruiting students to the CTE teacher preparation programs statewide is necessary because of 
the specialized nature of the programs. “So, we found that we have to have an outreach program, 
not just on campus, but also throughout the state” (D. Clark, personal communication, February 
1, 2017). Recruitment efforts and community outreach are one in the same with CTE teacher 
preparation program faculty. The time and effort out in the field was discussed:  
We know that teacher preparation p\Programs require resources. We are required 
to go out and visit students. You are required to do field-based, not research, 
field-based projects with the students. The students are going out to do field-based 
observations. So, there’s a lot of time and effort with faculty and also money wise 
that the institution may or may not be able to recoup. (D. Jones, personal 
communication, January 27, 2017) 
However, not having statewide community partnerships may hinder CTE teacher 
preparation program enrollments. When money and resources were not provided for statewide 
exposure, program enrollments seemed to have been affected. 
You know, I can’t go to every high school in the state recruiting all the time…. 
So, I recruited as much as I could. You really have to go out there and hit the 
pavement and recruit. (D. Miller, personal communication, February 2, 2017) 
Statewide Exposure may lead to other benefits besides recruitment. CTE teacher 
preparation programs can get exposure in the local community. By doing so, trends, needs, and 
up-to-date information is readily available. The value in statewide exposure was discussed. 
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I think we get more input from the interaction that we have when we are out at … 
events, when we are out supervising teachers, and interacting with teachers. … 
That gives us great relationships with potential co-op teachers. Being out there, 
we have our ear to the ground. Our stakeholders value the program. (D. Jones, 
personal communication, January 27, 2017)  
Szuminski (2003) developed components of a successful pilot teacher development 
model in career and technical education. Partnerships is one of the five components of that model 
that encourages collaboration between schools, districts, teacher education institutions, 
businesses and industries to leverage resources for sustainability (Szuminski, 2003). Partnerships 
was listed eight times in the data, however, the meaning of partnerships aligns with Statewide 
Exposure. “They know us. We’re on the map. Those are great opportunities of reaching out into 
the community” (D. Lewis, personal communication, February 1, 2017). Active recruitment, 
student internships and student teaching opportunities, community outreach, collaborations, 
public relations, and volunteering opportunities were all words and phrases the participants 
discussed that led to statewide program exposure, which led to student enrollments into the CTE 
teacher preparation programs.  
Intracampus Alliance. This phrase was developed from one of the open-ended questions 
in the Interview Protocol: Who within your institution’s administration is an advocate for your 
program and how does that person support you? The word “support” was mentioned 124 times in 
the data. However, support is a word with many meanings. In analyzing the data, it was found 
that support meant showing value to the administration in return for support or acceptance. 
Szuminski’s (2003) Components for Development Model also includes “Continuous 
emotional/psychological and instructional support” (Szuminski, 2003, p. 1).  
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Szuminski’s support component directly relates to the Intracampus Alliance category. 
Continuous support, both formal and informal, is an important strategy for sustainability. “This 
support structure is often both formal and informal – deliberately designed meetings as well as 
the important learning that takes place in the hallway, restroom, and lunchroom conversations” 
(Szuminski, 2003, p. 3). However, using the word “support” did not provide enough meaning to 
the phrase.  
Many times, all the participants discussed university relationships with other 
departments, other colleges, and administrators within the university. The word ‘relationship’ 
may have different connotations to mean distinct types of relationships. Incorporating the term 
‘intracampus’ into the category title identifies where the relationship occurs. The word ‘alliance’ 
was not in the participants’ transcript data, however, the word seemed to best define the 
participants’ meaning when analyzing the intracampus relationship. Therefore, Intracampus 
Alliance was a phrase developed by the researcher. 
Participants described several types of university alliances that show value in their 
department and CTE teacher preparation program. When there were multiple positive university 
relationships, the administrators were supportive of the program. “The dean is supportive, sees 
value in ‘teacher ed’ faculty and what they can do to help assist professors on campus” (D. 
Jones, personal communication, January 27, 2017). In this instance, the participant discussed 
workshops for other faculty on campus.  
In long-standing CTE teacher preparation programs, faculty rosters grew. They 
eventually took on other responsibilities on campus to show value. By doing so, some of the 
participants expressed benefits in this arrangement. “I think by being there and having them see 
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the added value in what you can bring in, that context within the university as being a resource 
and partnering with colleagues” (D. Jones, personal communication, January 27, 2017). 
The workshops assist faculty with “day-to-day teaching”. Faculty may also work with other 
faculty in a consultation session. The need for this collaboration on campus was further 
explained.  
Our cohorts that are outside of teacher preparation may have went through their 
entire doctoral program and have never taken a class on teaching and learning, yet 
they are being asked to teach undergraduate students, grad students within the 
classroom. (D. Jones, personal communication, January 27, 2017) 
Another way to develop intracampus alliances seemed to be to work with other 
departments and faculty. “It’s all about relationships, really, between faculty” (D. Jones, personal 
communication, January 27, 2017).  The participants discussed the first steps to building 
intracampus alliances was to seek out colleagues. “We will look for people who share the same 
commonalities and see how we can work together” (D. Clark, personal communication, February 
1, 2017). Collaborations with science and math professors work well as CTE courses use science 
and math in practical ways in their courses. “The biology teacher came down all the time, and I 
would go to her lab. It wasn’t just them coming to me. I would go find what they are doing. I 
could work it in to what we were doing” (D. Jones, personal communication, January 27, 2017). 
Collaboration with other faculty in other departments seemed to show value within the 
university, according to some of the participants. To show value in your program to gain the 
support of administrators, CTE teacher preparation program faculty need to find relationships 
that work. “You go across campus. You have to be able to work across” (D. Lewis, personal 
communication, February 1, 2017). However, when CTE teacher preparation program faculty do 
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not have the time to create those relationships, the program may have difficulty with 
sustainability. This practice may stem from administrators who do not understand or value the 
CTE teacher preparation program. “It [the CTE teacher preparation program] was eliminated in 
2015. There was an issue with the old administration. They didn’t care about it” (D. Miller, 
personal communication, February 2, 2017). Strong intracampus alliances seem to add value to 
the CTE teacher preparation programs within the university.  
Innovative changes. Innovative changes are related to successful CTE teacher 
preparation programs, according to the participants. The ability to anticipate issues and develop 
ways to reform, revamp, or revise the program in innovative ways is a strategy for sustainability. 
Mancini and Marek’s (2004) study developed a framework, Elements of Sustainability, with 
seven components. Leadership competence is one of the major elements, “because leaders are 
the designated instigators for initiatives and provide quality control” (Mancini & Marek, 2004, p. 
340). Competency in initiatives through innovative changes may help to sustain a program. 
These changes may include adjusting courses or updating technology. However, they may also 
include changing a cohort status to increase student enrollments.  
Numbers were dipping down to 10 or less. So, we made some changes there. 
Instead of having separate cohorts, we have two cohorts in a class. We offer 
classes every other year to get our numbers back up to that 18 to 20. (D. Smith, 
personal communication, January 27, 2017)  
Another way to implement innovative changes is to restructure a program. The ability to find 
new ways to address issues with the operation of a program is an innovative leadership trait. “A 
couple of years ago, we restructured our…curriculum to do two things… assist students in 
passing the professional exam earlier on in the program…as well as making sure that we 
  
84 
diversify their subject matter a little bit more” (D. Parker, personal communication, February 3, 
2017). 
Innovative changes can also apply to community partnerships. “I used to think they are 
an advisory council, but we are not asking for their advice on anything. We tell them” (D. Clark, 
personal communication, February 1, 2017). The use of an advisory board is a common practice, 
but they may not be utilized as effectively as they can be, according to D. Clark (2017): “I would 
give them topics. “Okay, at our December meeting… I want to talk about …” Well, when they 
showed up, boy, they had studied the topic. You know, I found them invaluable…That really 
worked well but you have to work with them…”.  
Looking at a situation or a relationship in innovative ways can help improve 
relationships, show value, and sustain a program. “Innovative Changes” does not have to be 
something that has been done in the past. It could be used for future planning. Using 
relationships with community partnerships to begin the conversation for change is a useful 
strategy for sustainability. “One of the things I want to do is get … more into elementary” (D. 
Miller, personal communication, February 2, 2017). Expanding the teacher education program 
for certification in K-12 may increase the need for more CTE teachers, thereby increasing 
student enrollment in the programs. Another innovative change is following trends in the 
industry that shows forward-thinking CTE teacher preparation program leaders. “There is no 
corporate training at … the undergraduate level. Maybe offer additional courses in corporate 
training in addition to the one we have now” (D. Lewis, personal communication, February 1, 
2017). To further advance the students in the CTE teacher preparation programs, adding 
instructional technology experience to the student-teaching internship can be considered an 
innovative change. Keeping up with instructional technology for the CTE teacher preparation 
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program students will give them an edge in the job market. “I’d love for them to get sort of an 
idea of what it means to develop and design an online course as well” (D. Young, personal 
communication, January 31, 2017).  
Program ownership. Ownership was used a few times by one participant. “You have to 
have passion for what you are doing. Ownership. The … in our program have taken ownership of 
the program” (D. Lewis, personal communication, February 1, 2017). However, it is a word that 
best encompassed many of the other more generic terms used by all the other participants. These 
generic terms grouped together have similar meanings, such as value (listed 39 times), 
pride/proud (listed eight times), respect (listed 16 times), cares (listed 18 times), and succeed 
(listed nine times). Together, these words are listed 90 times and represent ownership. When you 
have program ownership, you value it, have pride in it, respect it, care about it, and want it to 
succeed.  
When someone perceives benefits to a program, they have ownership of it. Positive 
influences are connected to the belief of value. Scheirer’s (2005) study for program sustainability 
factor list included “A belief in the benefits provided by the program by both staff members and 
external stakeholders was cited more often than a positive influence from actual evaluation 
findings” (Scheirer, 2005, p. 340-341). There is a belief, a feeling that a program is helpful. “So, 
we feel very confident. We are doing something right” (D. Smith, personal communication, 
January 27, 2017). Confidence is similar to pride, which shows ownership. “We have a very 
strong teaching tradition here and known for excellence in teaching, which show in our student 
evaluations” (D. Smith, personal communication, January 27, 2017).  Pride in colleagues shows 
ownership. There is a value-added benefit to pride. “I think all of our faculty are more than 
qualified to do what they are doing” (D. Harris, personal communication, January 27, 2017). 
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Pride in tradition, in students, in goals and in mission statements shows ownership. “We like to 
say that our education programs are Educational Justice. We feel that education is an equalizer 
for social justice” (D. Parker, February 3, 2017). Taking ownership with pride can help to sustain 
a program through transitional times.  
Caring, success, and value have different meanings, but they all show ownership in a 
program, a perceived benefit to belonging to an organization. Caring about future possibilities 
shows ownership and stability. “I think there’s a lot of positive momentum right now for the 
program” (D. Harris, personal communication, January 27, 2017). Caring about the success of 
students in the program shows ownership. “We put students first because we want them to be 
successful” (D. Harris, personal communication, January 27, 2017). Caring about students was 
something that all the participants discussed. They felt it was their responsibility to help students 
succeed. The word “student” was listed 197 times in the data. “They care about the students and 
they care about the program, especially the students” (D. Lewis, personal communication, 
February 1, 2017). Program ownership also means taking responsibility. “As the program 
coordinator or director, you become the advocate for the program” (D. Lewis, personal 
communication, February 1, 2017). However, taking ownership in a program means taking 
responsibility of its failures as well. “So, I think a lot of the success or failure of the programs, it 
really lays with or rests with the individuals who are in the program” (D. Clark, personal 
communication, February 1, 2017). Lastly, when administrators do not value your program, 
program ownership is not possible and the program can have issues. “The facilities here are 
terrible. I had students in the program. A lot of them quit…and I’ve been fighting and battling 
that for the last eight years” (D. Miller, personal communication, February 2, 2017).  
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 Internal domain conclusion. An internal domain framework of thematic categories is 
shown in Figure 3 and answered the first research question: “How do past and present 
undergraduate CTE teacher preparation educators and administrators describe their program 
experience with regard to program sustainability?” The four categories work together as a 
continuous and equal pattern for sustainability. The domain aligns with the preliminary 
sustainability internal domain shown in Figure 1 (Dibrell, Fairclough, & Davis, 2015). The 
internal focus of this domain stems from the overall theme of the categories themselves.  
 
Figure 3. Internal Domain: Program Experience 
 
These categories show personal control over issues and strategies to help sustain the program. 
Therefore, the internal domain represents strategies that faculty and administrators can control 
for sustainability. The two-headed arrows in Figure 3 a continuous flow from one to another but 
is not linear. For sustainability, all four categories should be present and active.  
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Perceived conditions believed essential for program sustainability. The second 
research question addressed in this study is: “What perceived conditions do past and present 
undergraduate CTE teacher preparation educators and administrators believe are essential for 
program sustainability?” The participants discussed conditions that were essential for 
sustainability. Because these were essential conditions that were perceived necessary for 
sustainability, the discussion began with issues and challenges. The participants were guided by 
the researcher to discuss ways to overcome these challenges, which is discussed in Chapter 5. A 
few examples of a guiding question include: (a) What did you do to help support your students in 
that process?; (b) How do you do that?; (c) How did you overcome those changes, whether good 
or bad, or transition into those changes?; and (d) How does … help you address immediate 
issues? Can you provide an example? Using these probing types of questions revealed solutions 
from the participant as well as suggestions from the researcher.  
These categories have a different organization compared to Research Question 1. As the 
research question sought to identify perceived conditions essential for sustainability, the 
participants discussed problems and solutions essential for sustainability. Therefore, the 
categories emerged as sustainability issues directed at external institutions or groups of 
individuals. Table 11 shows the organization of words and phrases participants used to discuss 
conditions essential for sustainability. Three main categories developed from the data are: (a) 
Program Value, (b) Certification Alignment, and (c) Employment Policies. In the Internal 
Domain, Program Ownership shows the value the participants already have for their program. 
The Program Value category in the External Domain is the value sought from external sources.  
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Table 11 
Essential Conditions for Program Sustainability Data Categories 
Main Theme Coded Data and/or Descriptors 
 
Program Value 
 
Issue #1: Administrator Misunderstanding   
Administrators just don’t understand CTE. CTE-TP programs are compared to 
Elementary Ed programs – totally different. Administrators don’t see value in CTE-TP 
program (doesn’t fit mission, wants to phase out bachelor programs). Administrators 
don’t replace people who leave CTE programs with other qualified CTE faculty.  
 
Solution #1: Educate  
“We better do a good job ourselves and demonstrate what we believe to be good 
practice.” – We’re teachers after all!  
 
Issue #2: Teacher Certification Misunderstanding 
“We see a large number of students in general studies, liberal studies, business. All they 
have to do is see that there is a Business Education position open and apply.” “Because of 
the lack of Business Ed individuals out there applying, somebody else will get the job.” 
“I think that is a conversation that seems to have fallen on deaf ears. I know that FACTE 
and other larger organizations made similar statements but we are not seeing any 
movement or change in the certification areas.”  
 
Solution #2: Collaborate 
“I’d like to see other stronger CTE-TP programs and us to be able to connect with those.” 
“We’re way behind. We have not trained enough people to take those jobs that are 
supposed to be created. We’re just not. And we are not prepared for it. That’s is going to 
be a real problem. I think it’s going to be a real bottleneck for whatever is going to 
happen here. If we bring all these jobs back to the United States, manufacturing jobs, we 
haven’t trained anybody for any of that. That’s going to be a serious problem. Now, they 
are going to find out how important CTE is when that happens.”   
 
Issue #3: Underfunded, Understaffed, and Underappreciated  
“You are required to do field-based, not research, field-based projects with the students. 
The students are going out to do field-based observations. So, there’s a lot of time and 
effort with faculty and also money wise that the institution may or may not be able to 
recoup.” Administrators don’t properly fund CTE-TP programs. In addition, traditional 
CTE-TP programs with brick and mortar buildings need updated facilities, equipment, 
and funds to replenish supplies. Also, too many responsibilities for one-person program. 
Unrealistic to think that one full-time person can manage a CTE-TP program because of 
the heavy community outreach, recruiting, and service that is needed.  
 
Solution #3: Invest  
“The mistake that we make, though, is lots of time we throw the baby out with the 
bathwater.” CTE-TP programs require resources. Need money for extensive travel 
throughout the state: school districts, high schools, tech school, state colleges, judging 
events, volunteer work, outside advisory boards, national events, associations, 
conferences, community service outreach programs. Also need funds for marketing, 
promotional materials.  
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Table #11 (Continued) 
Main Theme Coded Data and/or Descriptors 
 
Certification 
Alignment 
 
Issue #1: Certification Requirements 
Not set up for students with an A.A. degree. Students with an AA don’t have enough 
credits remaining to meet the state requirements which means more money and time to 
graduation. “One of the challenges because of the number of requirements. I know for a 
fact that we are one of the majors on campus that has the least number of elective hours, 
open electives for the student to choose from just because they have to meet all the 
requirements.” This is a deterrent for the certification program. In addition, certifications 
state the teacher can teach all the different subtopics areas; cannot possibly take all the 
courses to allow for mastery of all of these areas. Content knowledge is limited.  
 
Complaints from all three universities regarding the FL DOE certification exams. CTE is 
practical, hands-on. Assessments should be too. Tests are not aligned with industry 
needs. Tests are too expensive. Students have to take all three tests before they can take 
their upper division courses. Students become teachers before they take their upper 
division courses on content and pedagogy. This leads to retakes, which cost more money. 
Students get frustrated and leave the program. 
 
Solution #1 Review and Adjust 
Check industry needs. Perhaps have sub-specialties instead of grouping them all in one. 
Consider alternative state-approved certifications for students with an A.A. CTE 
programs have academic content but most are performed based. Multiple choice tests 
don’t work well with performance-based content. Change the requirement that certified 
students need to take all three exams before they take their upper division courses. This 
should be taken after they student-teach and before graduation so they have professional 
and content knowledge. Students are supervised in the classroom.  
 
Employment 
Policies 
 
 
 
 
Issue #1 CTE Teacher Shortage 
Starting teacher salaries are lower than what the industry worker will earn in Florida. 
“So, that is a dilemma that we have, and of course many of those students who finish 
from high school can get jobs that earn then $40 to $50,000 a year right out of high 
school. So, for a $30,000 teacher getting and building this skillset to teach high schoolers 
is challenging.” The profession does not attract many students to the program, which is 
why there is a CTE teacher shortage. Tuition and certification costs are also very high.  
 
Solution #1 Promote Teacher Education Programs 
“Our biggest hope for the state of Florida is that we reduce the number of individuals that 
are leaving their job for a second job opportunity in schools, and increase the number of 
folks that initially want to give back and be in a school and want to teach.”  
Note. The table is organized into issues and solutions to address the conditions believed essential for sustainability.  
 
 
For the category development titles in this section, organizations, institutions, and 
policies emerged from the data. The meaning extracted from the data analysis revealed the 
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importance the participants placed on external stakeholders. However, attempts were made to 
develop titles that best represented the participants’ issues and solutions. Table 12 shows the “in 
vivo” codes that were identified in the data using the same strategy for the first research 
question.  
Table 12 
Essential Conditions Words and Phrases (In vivo codes) 
Repeated Word Number of Repetition 
School  266 
Support 124 
University 115 
Certification 72 
Value 39 
Districts (school) 17 
Department of Education (DOE)  5 
State-approved 5 
Local community (schools) 3 
Note. In vivo strategy is commonly used in Grounded Theory to ensure the  
categories have emerged from the data (Charmaz, 2006).  
 
These words and phrases were most commonly used to discuss essential conditions for 
sustainable CTE teacher preparation programs. Most of the words are self-explanatory, but the 
word ‘school’ can include educational institutions with various levels of attainment. School was 
mentioned 266 times. A review of the data revealed many times the word meant school districts. 
School districts manage elementary, middle, high schools, and technical schools. The 
participants discussed their relationship with the school districts, how they hire their students 
from the CTE teacher preparation programs, and the cooperative student-teaching programs 
within the school districts. The main purpose of these CTE teacher preparation programs are to 
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produce employable teachers with effective pedagogy and content knowledge. School districts 
are the most likely employers. The CTE teacher preparation programs need to have a workable 
relationship with them.  
 Throughout this section, the issues and solutions will be connected to the literature and 
the participants’ perceptions. Following is a discussion of each of the three categories in detail, 
which are: (a) Program Value; (b) Certification Alignment; and (c) Employment Policies. 
Program value. The preliminary sustainability sub-domains used to guide the interview 
semi-structured protocol included administrative support. Often, participants mentioned how 
necessary it was to have administrators who value the program, which was mentioned 39 times. 
Participants discussed strategies used to show the program’s value on campus, as noted in the 
Internal Domain category. More specific to this research question was how program value was 
an essential condition for program sustainability by the administrators. Participants felt that 
showing value is a great strategy for sustainability, but having the administrator accept the 
program’s value is another matter.  
Identifying a university as a community of people with a shared purpose and 
responsibility is one part of the solution. Boyer’s (1990) widely accepted report emphasized six 
components to strengthen colleges and universities as a community of learning framework. 
Those six components include: (a) educationally purposeful community; (b) open community; 
(c) just community; (d) disciplined community; (e) caring community; and (f) celebrative 
community (Boyer, 1990). As this research question seeks to understand the essential conditions 
for sustainability within the university system, use of the term Program Value best represents the 
solution. Given these points, to further define the support needed to help sustain the CTE teacher 
preparation programs based on the participants’ perceptions of issues, three sub-categories of 
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have emerged. These issues that define Program Value include: (a) misinformation; (b) different 
teacher certifications; and (c) underfunded, understaff, and underappreciated. These sub-
categories are discussed further.  
Issue #1: Administrator misunderstanding. Participants discussed issues regarding 
administrators who do not care for the program or perhaps do not understand CTE and its needs. 
Participants stated they appear to be misinformed about the relevance of CTE teacher preparation 
programs and the importance they have on our Florida economy and secondary schools. There 
have been incidents of comments made to participants regarding the lack of knowledge or even 
disdain for CTE teacher preparation programs.  
The conversation basically started out, “You people do nothing for the university. 
Everything you do, you get students for the … program, you train the people, they 
go out, they teach, and they send you more students. You are in your own little 
world… As I went by, he stopped me and he said, “By the way, when are you 
going to teach?...” I realized he didn’t know what teaching was, teaching lab. My 
answer to him was “What do you think I’ve been doing this whole period since 
you’ve been here?” He said, “No, I mean when are you going to lecture?” because 
to him that was teaching. (D. Clark, personal communication, February 1, 2017)  
Other times, participants shared experiences with administrators who do not properly staff a CTE 
program with qualified CTE educators. Participants felt some administrators do not understand 
the mission and goals of the CTE teacher preparation program.  
… three professors that left, retired. They wanted to close the program a long time 
ago. They really did. They didn’t like it. They didn’t feel like it fits the vision or 
the goals of the university. But, she basically fills those classes up. If it wasn’t for 
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that, we wouldn’t be teaching. (D. Martin, personal communication, January 31, 
2017) 
This practice of not filling the positions in CTE teacher preparation programs with qualified 
individuals has been widespread, according to some participants. The CTE teacher preparation 
program community is small in Florida. When CTE teacher preparation programs phase out, 
many of the participants state their perceptions on the reasons why they fail.  
I’m concerned that the program is going to suffer when she’s gone. Unless we get 
someone in there who really knows the program, understand the history behind it, 
understands the students…But, if they just put anybody in there. You know 
somebody from another program, another department, I don’t know that it’s going 
to be such a great thing. (D. Martin, personal communication, January 31, 2017)  
The participant felt that this could lead to eventual phase-out of the program due to lack of 
knowledge in CTE. Additionally, participants recall administrators who have not increased the 
CTE teacher preparation program faculty even when it was highly recommended by an outside 
advisory evaluation report. With the heavy travel and recruitment responsibilities of CTE teacher 
preparation programs, one person may not be able to successfully manage the program. “We are 
pretty underfunded. There’s only one full-time person in our department…going through the 
program evaluation, I know that one of the recommendations of the program evaluators was that 
we should have another full-time person…” (D. Young, personal communication, January 31, 
2017).  
Solution #1: Educate. Participants stated that a positive promotional campaign might be 
helpful. “Right now, we need a massive promotional program for career and technical education” 
(D. Clark, personal communication, February 1, 2017). Misunderstanding in the day-to-day CTE 
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course lessons and activities seems to have a negative effect on CTE courses and teachers 
overall.  
In our career and technical center, we had a few programs at our school but they 
established centers that we would bus students to. We would bus students for an 
hour. They would be in class for an hour and we would send them back for an 
hour. So, they get three hours credit for actually one hour in class. We had lots of 
things like that that really created a negative image of career and technical 
education. We had to overcome those. (D. Clark, personal communication, 
February 1, 2017)  
A CTE awareness campaign can begin in the department and move out from there into the 
university community. Showing value to administrators may be the first step in this strategy. 
So, in regard to sustainability of programs like ours. I really feel that awareness 
might be one of the things that at the university level or at the community level is 
missing. I think CTE in general suffers from a lack of awareness. Maybe even a 
bit of lack of respect because it still has that stigma of vocational education that 
used to feel like a less-than, and I don’t know that paradigm shift or that change 
of perception has been messaged effectively at a higher level than where we are. 
(D. Young, personal communication, January 31, 2017)  
Issue #2: Teacher certification misunderstanding. Participants discussed issues regarding 
non-certification CTE teacher preparation programs. The researcher noted a bit of frustration 
when participants who are part of a state-approved CTE teacher preparation program talked 
about programs that did not have to go through the state-approved certification process. This was 
apparent in a few participants. Observations from the researcher’s notes included furrowed brow 
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and a slight disapproved tone in speech patterns. There was, perhaps, a perception of one type of 
CTE teacher preparation program that was better than the other.  
It is a huge segment of our population who is, in my opinion, mis-educated 
because we don’t have the right people teaching them and getting them prepared 
for that industry. This person who will get the job does not meet any of the 
criteria. Will that person be good for students and be able to help them achieve 
their particular career goals, especially when they weren’t able to reach their own 
career goals? So, for us, that is a huge issue. (D. Parker, personal communication, 
February 3, 2017) 
There seemed to be a misunderstanding in the alternative teacher certification process by some 
participants. “It does no good for them to get a Bachelor of Science in … without having a 
teacher certification. So, package them together” (D. Smith, personal communication, January 
27, 2017). Perceptions regarding a CTE education major and the requirements necessary to 
complete the program were discussed. “We made it a state-approved teacher preparation 
program, rather than just a program that offers the courses” (D. Smith, personal communication, 
January 27, 2017). Discussion regarding the alternative teaching pathway with a temporary 
license was a concern for many participants. The participant discussed issues in teaching without 
an education major bachelor’s degree.  
Wow. That to me is a big problem too because we are getting unqualified teachers 
teaching this stuff. A lot of them are doing stuff like Teach Through America and 
this type of stuff. Alternative license or temporary license. They have the content 
knowledge, but they don’t have the pedagogical knowledge. (D. Miller, personal 
communication, February 2, 2017) 
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Solution #2: Collaborate. Some participants discussed collaboration with other CTE 
teacher preparation programs. “I’d like to see other stronger CTE-TP programs and us to be able 
to connect with those” (D. Harris, personal communication, February 2, 2017).  
Issue #3: Underfunded, understaffed, and unappreciated. Participants discussed the 
challenges with lack of budget, staff, and respect. “For a long time, no money. Then, we had a 
little money, and now we are back to no money again...They are dollars and cents” (D. Lewis, 
personal communication, February 1, 2017). CTE teacher preparation educators feel they are not 
respected as faculty or understood by administrators who may think that CTE teacher preparation 
programs can run themselves. “I have a lot of duties. I am the … teacher, education coordinator, 
coordinator of curriculum and instruction for online programs, graduate programs. I’m on a 
billion committees…I’m only one person” (D. Miller, personal communication, February 2, 
2017). Discussion regarding the reasons why CTE teacher preparation programs may be 
underfunded revealed how some universities allocate money to a program.  
The focus is on graduate programs now, not on undergraduate programs. The 
higher your FTEs (full-time enrolled students), the more money that is allocated 
to your department as a whole. Then, your Chair oversees the entire department 
with all these subprograms in it. … they can delegate to the different needs of the 
different programs. (D. Lewis, personal communication, February 1, 2017)  
With this system of budget allocation, even if the CTE teacher preparation program has many 
part-time students with full courses and completers, the program may not be funded properly 
because it does not show FTE numbers. “… our courses may range anywhere between 15 up to 
35 to 40 students” (D. Lewis, personal communication, February 1, 2017). The participants 
reflected on the perception that the CTE teacher preparation programs are not appreciated. In a 
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discussion about required duties, which take away from the CTE teacher preparation program, 
“It’s not front and center of everything that we do. It’s just one of the things that we do” (D. 
Harris, personal communication, January 27, 2017). 
Solution #3: Invest. CTE teacher preparation programs require resources, such as travel 
expense, community and industry outreach, staff, and marketing materials (Clark, 2004; Volk, 
1993).  
Certification alignment. The issues in this section relate to the teacher certification 
process for state-approved CTE teacher preparation programs. This type of program is called an 
Initial Teacher Preparation program or ITP. The programs are focused on teacher certification in 
specific subject areas. In Florida, there are two current ITP programs that are state-approved by 
the Department of Education (DOE), University of Florida with an Agricultural Education 6-12 
Bachelor of Science degree, and Bethune-Cookman University with a Business Education 6-12 
Bachelor of Science degree. The Technology Education 6-12 program at FAMU is still active 
until 2021, but the program was phased out in 2015, as previously stated. Participants from all 
three universities with ITP programs discussed the difficulties with adhering to the certification 
requirements of their students.  
Issue #1: Timing of the test.  
Even at the state level, one of the problems we had … before students can even 
enter the upper division courses, they have to pass the certification exams, the 
three: subject area, Professional Ed, and then general knowledge. I always thought 
that was interesting because our students don’t get the subject matter until they 
start their junior year and most of it is senior year. But we give them the test 
which is supposed to measure their knowledge of that content before they ever 
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take the classes to get the content. So, as a result, most of our students, it seems, 
flunk the exam the first time they take it, at least one of the three. Typically, it’s 
the professional education. (D. Clark, personal communication, February 1, 2017) 
Discussion about the timing of the tests and the students’ ability to pass the exams revealed the 
problem may be with the policy. Students in these programs are hired before they graduate, 
which shows the teacher demand. However, certification policies may be a factor in the low 
student enrollment.  
My … student… I think he is above par of most students but he was able to get 
through. You know, you have to take three tests in Florida in order to get licensed. 
The general knowledge, the professional exam which is the methods and 
pedagogy, and the content area. He made it through all three except the 
professional. He missed it by two points. He just had to take it over again and then 
he passed. He made it through the content fine. He made it through the GK fine. 
He just had that one little hiccup and that was it. He is already hired. He has not 
even done with student teaching and he is already hired. (D. Miller, personal 
communication, February 2, 2017) 
Solution #1: Change the policy. Some participants discussed the possibility of changing 
the timing of the test so that students do not have to take all three exams before they take their 
upper division courses. This should be taken after they student-teach and before graduation so 
they have professional and content knowledge and are prepared to take the tests.  
Issue #2: Price of the tests. When a student fails one of the exams, they must pay another 
fee to retake the test. These exam fees are expensive for students and discourages students from 
completing the program.  
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What’s even more depressing is … many of our students come from low 
economic homes, you are asking them to pay $150 to $250 a test. If they didn’t 
pass one portion of the test, you still must pay the full amount. I think it’s $150 
for the first test. Now, if you take it again, even if it’s one portion, you will have 
to pay $200. You are going to end up paying twice as much for one portion of the 
test because they claim it as a retake as opposed to just a portion of the full test. 
(D. Parker, personal communication, February 3, 2017) 
According to the Florida DOE website, the General Knowledge Test (GK) is $130 and retake is 
$150, the Professional Education Test is $150 and the retake is $170, Subject Area Examinations 
are $200 each and the retake fee is $220 (Florida Department of Education, 2017). The retake 
exams have higher fees than the original exam. CTE teacher preparation students usually begin 
their upper division content and education methodology courses in their junior year. Before they 
can do that, they must pay $480 for the three tests. Students in the CTE teacher preparation 
programs are passionate about teaching, according to participants. Yet in spite of financial 
difficulties, they attempt to take exams they are not prepared to pass.  
The first time is very frustrating, but then you have to take it again, you have to 
pay twice as much, then fail it that time… You see a lot of kids just say it’s not 
worth it. I’ll go out … and get a job. Then, I can worry about the test later…They 
never return. A large number of them do that. (D. Parker, personal 
communication, February 3, 2017) 
Solution #2: Review the fees. The certification policy should be reviewed and adjusted 
accordingly. Students are leaving the state-approved CTE teacher preparation programs in large 
part because of the state certification exam fee and retake policy. Solutions to this issue may be 
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to reduce the teacher exam fees, provide a sliding scale fee, and/or offer scholarships based on 
income.  
Employment policies. There are 67 school district counties in Florida. According to the 
Florida Department of Education, in the 2014-15 school year, there were 1,878 registered career 
and professional academies, 14,320 registered career-themed courses, and 69,699 industry 
certifications earned by students attending these academies (Florida Department of Education, 
2016). Most of the participants in this study agree that the graduates have no problem finding 
employment. “However, the graduates that finish from that program are in very high demand, 
and we have had no problems in any of them getting jobs” (D. Parker, personal communication, 
February 3, 2017). In fact, many participants claimed their students had multiple job offers 
before they even graduated. “Over the last sixteen years, I know for a fact that every single 
graduate that was looking for a teaching job was hired in a teaching job. Most of them had 
multiple offers” (D. Smith, personal communication, January 27, 2017). 
Issue #1: CTE teacher shortage. Effective CTE teachers are in high demand, but there 
does not seem to be enough CTE teacher preparation program graduates to fill the job openings.  
We still have a lot of vacancies. I mean, my phone rings off the hook in June, 
July, August from CTE directors and principals trying to find teachers and all our 
students are snatched up, by the way. We actually have CTE directors and 
principals that are starting to show up on campus here since January to meet with 
our students if they think they are going to have an opening to try to get them 
hired, snatched up as quick as they can. (D. Smith, personal communication, 
January 27, 2017)  
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Looking forward, another participant discusses the future need for CTE teachers. With a new 
White House administration who is focused on bringing high paying technical jobs back into the 
U.S., a few participants discussed what they perceived to be an issue.  
We’re way behind. We have not trained enough people to take those jobs that are 
supposed to be created. We’re just not. And we are not prepared for it. That’s is 
going to be a real problem. I think it’s going to be a real bottleneck for whatever 
is going to happen here. If we bring all these jobs back to the United States, 
manufacturing jobs, we haven’t trained anybody for any of that. That’s going to 
be a serious problem. Now, they are going to find out how important CTE is when 
that happens. (D. Martin, personal communication, January 31, 2017) 
Another participant discussed the same issue with the anticipated increase in CTE jobs and 
potential increase in CTE programs and courses. It is felt that CTE teachers will be in high 
demand.  
It is interesting to me that we have a new administration in DC that seems to be 
focused on jobs, job creation, and at least initially a lot of blue-collar kind of jobs 
seems to be manufacturing, infrastructure building, that sort of stuff. So, 
optimistically, maybe we are at the beginning of a new rebirth of career and 
technical education. That will be interesting to see how that actually plays out. (D. 
Harris, personal communication, January 27, 2017) 
Solution #1: Compensate and award. Teachers are leaving or not applying to CTE 
teacher preparation programs, because jobs are available outside education with higher salaries. 
“You see a lot of kids just say it’s not worth it. I’ll go out into business and get a job” (D. Parker, 
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personal communication, February 3, 2017). This is an important issue that needs to be 
addressed, according to some participants.  
External domain conclusion. An external domain framework of thematic categories is 
shown in Figure 4, which answered the second research question: “What perceived conditions do 
past and present undergraduate CTE teacher preparation educators and administrators believe are 
essential for program sustainability?” The three categories work together as a continuous and 
equal pattern for sustainability. The domain aligns with the preliminary sustainability external 
domain shown in Figure 1 (Dibrell, Fairclough, & Davis, 2015).  
 
Figure 4. External Domain: Essential Conditions 
 
The external domain stems from the perceived conditions believed to be essential for 
sustainability. These categories show that issues and solutions are most likely controlled by 
external stakeholders. Therefore, the external domain represents strategies that other institutions 
and organizations can control for sustainability. Figure 4 depicts the external domain categories 
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with two-headed arrows to show the continuous flow from one to another. These strategies for 
sustainability are not linear. 
Chapter Summary 
This chapter presented the seven findings that emerged from the data in this study. The 
findings were organized by research question. Data from individual participants, university 
website information, and memo-taking notes were analyzed. Participants discussed their 
experiences and perceptions regarding sustainability. Using the participants’ own words 
organized by the researcher’s statements and references, the narrative sought to accurately 
represent the CTE teacher preparation phenomena discussed to answer the research questions.  
The program experiences with regard to program sustainability included: (a) Statewide 
Exposure; (b) Intracampus Alliance; (c) Innovative Changes, and (d) Program Ownership. These 
thematic categories are the internal strategies that CTE teacher preparation educators and 
administrators can follow for sustainability. The essential conditions for program sustainability 
included: (a) Program Value; (b) Certification Alignment; and (c) Employment Policies. These 
are the external thematic categories focused on what the community stakeholders can do to solve 
the issues discussed. Stakeholders can include various groups, organizations, people, or 
institutions who have a direct connection with an entity. This connection most likely is a 
mutually beneficial relationship, but as the participants discussed, perhaps communication 
between the stakeholders and the organization can be more efficient.  
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Chapter Five: 
Discussion and Implications 
 
This qualitative study examined the experiences and perceptions from past and present 
educators and administrators regarding the sustainability of CTE teacher preparation 
undergraduate programs in Florida. Interviews were conducted, recorded, and transcribed. The 
data was analyzed along with the researcher’s notes, university documentation, and literature as 
noted in Chapter Three. Categories emerged throughout the coding process and findings were 
discussed in Chapter Four. This chapter will interpret the findings and discuss the category 
framework for CTE teacher preparation program sustainability.  
Summary and Discussion of the Results  
Throughout the analysis phase of the study, it was revealed that the participants had 
similar experiences and perceptions. Because the participants were all CTE teacher preparation 
experts, the language they used was similar as well. The participants’ interview data findings did 
support the previous studies on CTE teacher preparation programs as well as contributed to 
literature with a qualitative design. The qualitative design of this study brought about a better 
understanding of the CTE programs’ experiences, the programs’ structures and organizations, 
and perceived essential conditions for sustainability in a narrative format.  
Internal domain. The internal domain categories that emerged from the participants’ 
descriptions of program experience with regard to program sustainability are: (a) Statewide 
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Exposure; (b) Intracampus Alliance; (c) Innovative Changes, and (d) Program Ownership. The 
internal domain categories answered the first research question through the participants’ 
experiences regarding strategies used to sustain the CTE teacher preparation programs.  
Statewide exposure. This category shows the importance of outreach into the community. 
For CTE teacher preparation programs, it should be a statewide campaign of recruitment and 
public relations/marketing. CTE teacher preparation is a very specialized, but important, part of 
our education system. Whether if a CTE teacher preparation program seeks enrollment from high 
school students who love education and have a passion for business or a subject matter expert 
with years of experience who has always dreamt of teaching, it matters not. Community outreach 
through statewide exposure opportunities are strategies that the participants believed increased 
student enrollments.  
Clark’s (2004) mixed method dissertation study used a survey instrument to collect data 
on the correlation between program recruitment strategies and student enrollment. Clark’s (2004) 
findings revealed a strong relationship and suggested increased recruitment campaigns to 
increase student enrollments, which is similar to the findings in this study. The 10 participants 
discussed the importance of a strong recruitment campaign stating that exposure in the 
community through events, organizations, and service will most likely increase student 
enrollments. “I think it’s vital actually. If we didn’t have … advocating in that area or 
researching different technical centers around the state. First of all, I don’t think folks would 
really get much word about our fantastic …” (M. King, personal communication, February 2, 
2017).  
Other benefits to community partnerships are indirect benefits the programs, colleges, 
and universities will receive with an active outreach campaign. Many times, the CTE teacher 
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preparation programs need other departments for technical specialties. This will increase the 
student enrollment for the supporting programs as well. A collaborative unified recruitment 
campaign with those departments may be helpful to save resources.  
Intracampus alliance. Participants discussed the importance of showing a CTE teacher 
preparation program’s value within the department, college, university and beyond. Value and 
relationships within the university, “going across the campus”, “getting out of the silos” were 
discussed by all 10 of the participants in one way or another. Building these relationships seemed 
important as issues or problems arise. If relationships are set in place, a CTE teacher preparation 
program can have support. The program will be useful if the university community sees the 
value. For instance, the FAMU program was phased out, but when new administrators arrived, 
the CTE teacher preparation faculty went to the department team and asked for reinstatement. 
According to the participant, the new administrators wanted the department/college faculty to 
discuss it first. Because the CTE teacher preparation program faculty had working relationships 
at the university, the program was approved for reinstatement. There are still many stages for the 
reactivation of that program, and there’s no guarantee that it will happen. However, the fact that 
the support was there from outside departments and programs made a difference in this instance. 
Research has shown that intracampus alliances are important to the sustainability of a teacher 
preparation program (Asunda, 2011; Bruening, et al., 2001; Clark, 2004, Lynch, 1990; Pucel and 
Flister, 1997; and Volk, 1993). 
Innovative changes. This category was developed when participants discussed ways to 
overcome issues and challenges. The changes were innovative in their approach and seemed to 
affect the longevity of the program. However, innovative changes were most likely implemented 
by the administrators responsible for the management of the programs. The preliminary sub-
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domain, Administrative Advocate, would certainly indirectly align with Innovative Changes. An 
advocate who values the program may work to develop innovative changes.  
Program ownership. This category shows the passion of the participants. Pride, value, 
students, caring were some of the words used when describing their programs. When one 
participant said the word “ownership,” the researcher felt a connection to the word and its 
meaning. Program Ownership describes the hard work and dedication CTE teacher preparation 
program faculty and administrators need to have for sustainability to happen.  
 CTE teachers train our workforce. They are the first line of defense for a knowledgeable 
workforce. It is imperative that our Florida economy has an effective and innovative workforce. 
To reach that goal, Florida needs to produce effective and educated CTE teachers. It should be a 
statewide initiative. Positive culture, a preliminary sub-domain, connects with program 
ownership and the literature. Research shows that a positive culture can influence the 
sustainability of a program (Asunda, 2011; Bruening, et al., 2001; Clark, 2004, Lynch, 1990; and 
Pucel and Flister, 1997). 
External domain. The external domain categories that emerged from the participants’ 
perceived conditions essential for program sustainability are: (a) Program Value; (b) 
Certification Alignment; and (c) Employment Policies. The researcher approached this 
differently than the first research question. For the first research question, the participants 
discussed strategies in place for program sustainability. In the second research question, the 
participants discussed perceived conditions for sustainability, which prompted the participants to 
discuss the issues. The participants also discussed possible ideas and solutions to help sustain the 
programs. Analysis of the data revealed essential conditions for sustainability were issues 
  
109 
resulting from external challenges. The solutions to the issues indicated collaboration and 
communication with the external stakeholders.  
Program value. CTE teacher preparation program faculty and administrators may be able 
to work with similar programs or work within the college, but to have support, the university 
community should know what the CTE teacher preparation program does and know the 
important connection to the Florida workforce. There has been a trend in the last decade or so of 
universities focusing more on graduate level programs and moving their undergraduate programs 
to the state and community college level. It is assumed that the university community does not 
value undergraduate programs. This may not work for CTE teacher preparation programs. A 
CTE teacher preparation program was phased-out after only two years in a state college due to 
low enrollment (Florida Department of Education, 2017). It was moved from the University of 
South Florida to St. Petersburg College in 2012. Although the reason for the program closure is 
not known, it most likely had a low student enrollment. State and community colleges may not 
have the resources necessary to support the CTE teacher preparation undergraduate programs.  
Certification alignment. The state-approved initial teacher preparation programs, also 
called state-approved certification programs, have strict certification procedures. However, it 
appears that the certification agency may not understand CTE teacher preparation programs. The 
fact that there are only two initial certification CTE teacher preparation programs currently 
available with one program considered a low-enrollment program does show that there may be 
issues with the process. The supply and demand of CTE teachers is not congruent with these 
state-approved program enrollment issues. As the participants discussed the issues, it was clear 
that part of the problem could be the certification process. First, the prices of these tests are too 
high for full-time students. Second, the timing of the tests set the students up for failure, which 
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leads them to retake the test, doubling the cost. Some participants state this is one of the main 
reasons students leave the program.  
Employment policies. There are not enough CTE teachers to fill the career academies in 
Florida. According to some participants, there will be a bottleneck effect to fill those positions, 
which may lead to the hiring of unqualified teachers inexperienced in the field and/or in 
pedagogy. The long-term effect for this issue can be disastrous for Florida’s workforce and 
economy. CTE teachers need to be compensated fairly to match the professionals in the field. 
“So, that is a dilemma that we have, and of course many of those students who finish from high 
school can get jobs that earn then $40 to $50,000 a year right out of high school. So, for a 
$30,000 teacher getting and building this skillset to teach high schoolers is challenging” (D. 
Parker, personal communication, February 3, 2017).  
Conclusion 
The study filled a gap in the literature by providing a qualitative approach to CTE teacher 
preparation research. Previous research has been quantitative in methodology. Quantitative 
studies can reveal larger trends but do not get to the reasons for these issues. Additionally, there 
has been no research to date that studied the decline in CTE teacher preparation program with a 
grounded theory framework. Grounded theory guided this study with a two-step coding process 
that started with open coding and ended with focused coding. The second stage of the coding 
process concentrated on the theoretical meaning and interpretation of the data (Charmaz, 2006). 
This process allowed for investigation of the language and environment of the participants, 
thereby, understanding the responses in a deeper way. The resulting framework that has been 
developed is theoretically grounded in the data through the interpretation of the researcher, who 
is also a member of this community. The findings as a holistic framework for sustainability 
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perceived by CTE teacher preparation experts include two separate but connected domains: (a) 
Internal, and (b) External. One domain is not more important than the other, and the categories 
within the domains are equally important.  
The first research question focused on internal categories for sustainability. Internal 
categories can be controlled by the participants. The second research question focused on 
external categories for sustainability. The external categories cannot be controlled by the 
participants. The external categories depend upon the CTE teacher preparation stakeholders to 
solve the issues and challenges. Figure 5 shows a graphic representation of the internal and 
external domains that balance CTE teacher preparation program sustainability. Together, the 
internal and external domains are comprised within The CTE Teacher Preparation Program 
Sustainability Framework.  
 
Figure 5. The CTE Teacher Preparation Program Sustainability Framework 
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Figure 5 reveals ways to sustain CTE teacher preparation programs from the perceptions 
and experiences of experts in the field. However, the framework also reveals the way CTE 
teacher preparation programs are closely connected to and depend upon the community, the 
government, and the workforce as well. The internal and external domains in this figure shows a 
balanced beam for an overall sustainability plan. According to research, internal and external 
foci have effects on an organizations’ job performance measures (Siders, George, & 
Dharwadkar, 2001). The study began with Preliminary Sustainability Domains from the pertinent 
CTE teacher preparation research studies, which also aligned with internal and external 
influences. However, those domains were general in their meaning. The CTE Teacher 
Preparation Program Sustainability Framework as shown in Figure 5 provides a more meaningful 
and realistic theoretical approach for sustainability practice.  
Practical Implications 
In review of the Preliminary Sustainability Domains that guided this study as noted in 
Table 5 and Table 6, interesting comparisons were revealed. Table 5 compared the Preliminary 
Sustainability Domains and sub-domains with the existing sustainability framework studies of 
Mancini and Marek’s (2004) Elements of Sustainability, Scheirer’s (2005) Program 
Sustainability Factor List, and Szuminski’s (2003) Components for Development Model. The 
result of the comparison revealed alignment between the Preliminary Sustainability Domains as 
developed for this study and each of the sustainability framework studies as well as between the 
sustainability framework studies.  
The Internal Support domain in the Preliminary Sustainability framework had three sub-
domains: (a) administrative advocate; (b) organizational alignment; and (c) positive culture. The 
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administrative advocate sub-domain aligned with: (a) leadership competence (Mancini & Marek, 
2004); a “champion” is present (Scheirer, 2005); and (c) administrative commitment (Szuminski, 
2003). The organizational alignment sub-domain aligned with: (a) effective collaboration/ 
strategic funding (Mancini & Marek, 2004); (b) A program “fits” with its organization’s mission 
and procedures (Scheirer, 2005); and (c) job-embedded teacher development activities 
(Szuminski, 2003). The positive culture sub-domain aligned with: (a) staff involvement and 
integration (Mancini & Marek, 2004); (b) benefits to staff members and/or clients are readily 
perceived (Scheirer, 2005); and (c) continuous support with both emotional and instructional 
structures (Szuminski, 2003).  
The External Support domain in the Preliminary Sustainability framework had two sub-
domains: (a) extrinsic influences; and (b) program flexibility. The extrinsic influences sub-
domain aligned with: (a) understanding the community (Mancini & Marek, 2004); (b) 
stakeholders in other organizations provide support (Scheirer, 2005); and (c) partnerships to 
leverage resources (Szuminski, 2003). The program flexibility sub-domain aligned with: (a) 
demonstrating program results/program responsivity (Mancini & Marek, 2004); (b) a program 
can be modified over time (Scheirer, 2005); and (c) flexibility in design and implementation 
(Szuminski, 2003).  
To that end, the Preliminary Sustainability Domains and sub-domains that guided this 
study were supported by the program sustainability literature findings. The Preliminary 
Sustainability Domains and sub-domains were also supported in the CTE teacher preparation 
program research findings. Table 6 shows the alignment between the preliminary sustainability 
sub-domains and the existing CTE teacher preparation program studies. Of the eight CTE teacher 
preparation programs discussed, three were focused on the status and standing of CTE teacher 
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preparation programs on a national level, to include Florida. The three studies were: (a) 
Bruening, Scanlon, and Hodes (2001); (b) Lynch (1990); and (c) Fletcher, Gordon, Asunda, and 
Zirkle (2015).  
Lynch’s (1990) national study revealed CTE teacher preparation programs totaled 8% of 
the total teacher preparation programs that offered four or more programs. The data collected 
was organized into three categories that aligned with three of the preliminary sustainability 
internal influences domain. Lynch’s (1990) category alignments include: (a) institutional 
characteristics aligned with organizational alignment; (b) administrative characteristics aligned 
with administrative advocate; and (c) faculty/student program census aligned with positive 
culture. 
Bruening, Scanlon, and Hodes’ (2001) status study updated Lynch’s (1990) study, which 
showed a further decline in available CTE teacher preparation programs in the nation with an 
11% decrease. The survey was divided into six sections that align with the Preliminary 
Sustainability Domains. The section alignments include: (a) recent program revisions aligned 
with program flexibility; (b) competencies for CTE teachers aligned with administrative 
advocate; (c) CTE certification process aligned with extrinsic influences; (d) course delivery 
aligned with organizational alignment; (e) CTE program demographics and tracking information 
aligned with organizational alignment.  
Fletcher, Gordon, Asunda, and Zirkle (2015) sought to update the Bruening, et al. (2001) 
study. The quantitative study’s survey questions align with the Preliminary Sustainability 
Domains. The survey questions’ alignment includes: (a) ‘What types of institutional settings are 
CTE programs housed in across the nation?’ aligned with organizational alignment; (b) ‘What 
types of CTE programs are being offered within each state and across the nation, and how many 
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are currently in existence across institutes of higher education?’ aligned with organizational 
alignment; and (c) ‘What types of degrees and certification/licensure types are offered within 
CTE programs across the nation?’ aligned with extrinsic influences and program flexibility. 
Interestingly, all the sustainability studies and the CTE teacher preparation program 
status and standing studies were quantitative in design. The Preliminary Sustainability Domains 
were developed to only guide this qualitative study using the existing quantitative literature. The 
resultant CTE Teacher Preparation Program Sustainability Framework emerged from the data 
through a qualitative grounded theory process. Table 13 shows some similarities and some 
differences between the Preliminary Sustainability Domains from the quantitative studies and the 
resultant grounded theory framework from this study. 
Table 13 
Comparison of Preliminary Sustainability Domains and the CTE Teacher Preparation Program Sustainability 
Framework 
  The CTE Teacher Preparation Program Sustainability Framework 
Preliminary 
Sustainability 
Domains 
Internal Domain  External Domain 
Statewide 
Exposure 
Intracampus 
Alliance 
Innovative 
Changes 
Program 
Ownership 
 Program 
Value 
Certification 
Alignment 
Employment 
Policies 
Internal Support         
Administrative 
Advocate 
 X X X  X   
Organizational 
Alignment 
 X X      
Positive Culture  X  X     
External Support         
Extrinsic 
Influences 
X     X X X 
Program 
Flexibility 
X  X    X X 
Note. The ‘X’ represents an alignment with the domains in both frameworks.  
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Both frameworks are concerned with the sustainability of CTE teacher preparation programs. 
Interestingly, in The CTE Teacher Preparation Program Sustainability Framework (qualitative 
framework), the intracampus alliance and innovative changes in the internal domain were 
aligned three times with the quantitative framework, while the other sub-domains were aligned 
twice. Conversely, in the Preliminary Sustainability Domains (quantitative framework), Table 13 
showed that administrative advocate, extrinsic influences, and program flexibility in the external 
support domain were aligned four times with the qualitative framework while the other two sub-
domains were aligned twice. Therefore, the most dominant categories for sustainability are 
intracampus alliance and innovative changes from the qualitative-based study framework and 
administrative advocate, extrinsic influences, and program flexibility in the quantitative-based 
framework.  
The purpose of this study was to explore the program experiences and perceived 
conditions essential for sustainability from past and present CTE teacher preparation program 
educators and administrators in Florida. Connections were made between and within the study, 
the CTE teacher preparation program literature and the program sustainability literature. To that 
end, an interesting finding appeared at the completion of the study. The researcher reviewed the 
data and compared it to the framework. It was found that the CTE teacher preparation programs 
with higher student enrollments had all the internal and external domain categories in place. A 
comparison was made with the CTE teacher preparation programs with lower student 
enrollments. The lower enrollment CTE teacher preparation programs only had some or most 
categories in place. Therefore, a practical implication for this study is to apply the internal and 
external domain categories of the CTE Teacher Preparation Program Sustainability Framework 
in totality as best practice for program sustainability.  
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Recommendations 
The declining availability trend of CTE teacher preparation programs has been 
troublesome considering the impact it may have on Florida’s economy. There has been few 
studies in CTE teacher preparation programs. Furthermore, research studies from Lynch (1990) 
to Fletcher, et al. (2015) have all used a quantitative method. However, a qualitative study may 
be useful to better understand the CTE teacher preparation program decline from the shared 
experiences and perceived essential conditions for sustainability of past and present CTE 
educators and administrators.  
In this study, the participants’ experiences have been shared as well as their solutions to 
challenges and issues. The results of this study in the form of the CTE Teacher Preparation 
Program Sustainability Framework have provided a roadmap for programs who may be facing 
difficulty. As a qualitative study, it may not be feasible to conduct a regional or national study; 
however, further research with individual states to compare results may be reasonable. The goal 
for future studies may be to use a grounded theory method in a qualitative study to obtain deeper 
meaning and understanding of the declining program trend.  
Other future research can include qualitative studies of external CTE stakeholders. For 
instance, a qualitative grounded theory study of Deans from the Colleges of Education and their 
perceptions of CTE teacher preparation programs may be useful to identify misunderstandings in 
program value. Another qualitative research study involving CTE teaching certification 
policymakers and their understanding of CTE teacher preparation programs may be useful to 
align teacher certification practices. Finally, a qualitative research study of CTE teacher hiring 
practices involving school districts and educational institutions and their perceptions of CTE 
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teacher preparation programs may prove useful in creating better employment policies for CTE 
teachers. In any case, more qualitative research is needed in CTE teacher preparation programs 
to bring about awareness and assist in the sustainability of these programs.  
The insights and experiences of the CTE teacher preparation expert participants helped to 
develop a framework for sustainability through their willingness to discuss the highlights and 
difficulties in CTE. The rich descriptive narrative, researcher notes, and documentation of the 
universities’ websites added elements to this qualitative study for a more holistic view of this 
issue. The interview method to collect the data brought in an observable measure not present in a 
survey-based quantitative design. Whether face-to-face or virtual session, the participants’ tone, 
passion, mood, and other nonverbal cues were noted by the researcher. All the participants 
showed a keen interest in the future of CTE teacher preparation programs. It was more than job 
security as any of these participants can work anywhere. The keen interest or passion stemmed 
from the connections they have made in this field and the students they have had the opportunity 
to serve. The CTE teacher preparation community is small in Florida, but the members of this 
community are proud and passionate.  
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Appendix A: Participant Recruitment List 
 
 
Bachelor of 
Science Degree  
University College/Department College Website 
Business 
Education 6-12 
Bethune 
Cookman 
University  
 
College of Education 
Department of Secondary and 
Physical Education 
 
www.cookman.edu 
Technology 
Education 
Florida A&M 
University 
College of Education 
Department of Secondary 
Education, Technology 
Education & Foundations 
 
www.famu.edu 
Technical 
Education and 
Industry 
Training 
University of 
Central Florida 
 
College of Education and 
Human Performance 
Dept. of Child, Family, and 
Community Sciences  
 
www.ucf.edu 
Agricultural 
Education 
University of 
Florida 
 
College of Agricultural and 
Life Sciences 
Department of Agricultural 
Education and Communication 
 
www.uf.edu 
 
CTE Workforce 
and Program 
Development 
University of 
West Florida 
 
College of Education and 
Professional Studies 
Department of Instructional, 
Workforce and Applied 
Technology 
 
www.uwf.edu 
Note. Potential participants’ contact information are listed on the university websites as faculty and administrators of 
the CTE teacher preparation programs.  
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Appendix B: Semi-Structured Interview Protocol  
Demographic Data 
1. Title and duties of respondent 
2. Name of institution 
3. Name of college and department 
4. Please indicate the industry category your program most aligns with  
a. Agriculture (AG) 
b. Business and/or marketing (B/M) 
c. Career and technical/workforce education (CTE) 
d. Family and consumer sciences (FCS) 
e. Health occupations (HO) 
f. Technology education (Tech) 
g. Trade and industrial (TI) 
h. Other ______________________________________ 
5. Please indicate the status of this program. 
a. Currently offered 
b. In process of phasing out 
c. Phased out. 
d. Other _____________________________________ 
 
Administrative Advocate 
1. Who, within your institution’s administration, is an advocate for your program? How 
does that person support you? 
a. Can you provide an example(s) of advocacy? 
b. How does this person communicate with you? Please include frequency and 
turnaround time. 
c. Explain how your advocate helps you to address immediate issues? Please 
provide an example.  
 
Organizational Alignment 
1. Describe how your program aligns with your department, your college, and your 
university (similar programs, goals, mission statement, etc.).  
a. How does your program compare with enrollment, student evaluations, and 
attrition to your department, college, and university?  
b. How many students per class on average?  
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c. Describe the demographics of your students (full time/part time, traditional or 
nontraditional, etc.). Does the demographics of your students compare to the 
demographics of your department and institution? Why or why not? 
d. What is the lowest enrollment number allowed for a course to run?  
e. Does the program use cohort groups or rolling enrollment? 
f. How does your program recruit students? Is this recruitment process common in 
other departments? If not, why? 
g. Has enrollment been an issue? If so, why do you think that is? 
h. How many classes run per semester? 
i. How many years has your program been an active part of your department?  
j. Have there been any major changes to the structure of your college, department, 
or program (name changes, new administration)? If so, please describe these 
changes. 
 
Positive Culture 
1. Describe your program’s faculty and staff (qualifications, experience level, educational 
attainment, and length of employment).  
a. How is funding provided for adequately hiring and retaining quality instructional 
staff?  
b. Describe the professional development/training opportunities offered to your 
faculty/staff. Please include type, frequency, and length. 
c. Do you feel your faculty and staff are positive about this program? How so? 
d. Describe your program’s culture both within your department and college.  
 
Extrinsic Influences 
1. Do you have an advisory board? If so, please explain the organization of that advisory 
board, meeting frequency, and influence over your program’s curricula. If there is no 
advisory board, do you have plans to create one? Why or why not? 
2. Describe other ways in which your program meets the needs of the local community. 
3. Do you feel your program does enough to align with the needs of the local community? 
Explain. 
4. Does your program have an apprenticeship or student teaching/training program? Explain 
why or why not?  
5. Does your program have any additional benefactors that provide support and/or funding? 
Explain who they are and what they contribute. If not, why? 
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Program Flexibility 
1. How flexible is your program in regards to curricula changes? 
a. Do your program outcomes align with current industry trends? How does that 
occur?  
b. How do you ensure that your program curricula addresses industry needs? 
2. Describe your program’s evaluation process (include frequency and evaluation 
committee).  
3. Do you feel your program evaluation process is sufficient? Why or why not? 
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Appendix C: Interview Guide 
The following guide will be used as a check list of items to be completed by the interviewer to 
ensure consistency and reliability in the interview process (Mertens, 2015) 
 
 Conduct introductory meeting with the participant either by phone or Skype: 
o Restate the purpose of the study 
o Discuss confidentiality issues 
o Reaffirm individual agrees to participate 
o Discuss the possibility for additional interviews and ask the participant if that may 
be acceptable. 
o Schedule the interview at participant’s convenience 
 At beginning of interview, briefly reiterate purpose of the study, interviewer’s 
credentials, and confidentiality procedures in place. 
 Set up the microcassette recorder, notebook, and pen. Pretest the recorder before the 
interview.  
 Start with general open questions: 
o Ask the demographic questions noted in the Interview Protocol located in 
Appendix B. Include the following questions: 
▪ In what field are you trained and/or educated? 
▪ What positions did you hold prior to this one? 
▪ How long have you been in this program? 
o Then, ask the following questions: 
▪ How do you feel about the program? 
▪ What goals do you have for the program? 
 Read the questions in the Interview Protocol to align with the sustainability domains. 
o Use probing questions such as: 
▪ What do you believe is the issue here? 
▪ What is your opinion about that? 
▪ What would you like to see happen? 
▪ How do you feel about that? 
▪ How do you think that came to be? 
▪ Can you add anything more to that? 
 Conclude the interview by summarizing what you have just heard and reviewing the 
notes you took 
 Ask the interviewee if anything was missed or if they have anything to add. 
 Explain what you will do with the information. 
 Thank the interviewee for participating in this study. 
 Follow up with a phone call or letter thanking the participant again and inform them that 
a copy of the transcript will be arriving shortly for review. 
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Appendix D: IRB Documentation 
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Appendix E: Informed Consent  
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Appendix F: Recruitment Email Example 
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Appendix G: IRB Approval Letter - Initial 
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Appendix H: IRB Approval Letter – Amended
 
  
148 
 
